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Preface 


Several significant revisions are apparent in the second edition of this 
book, but its central purpose remains unchanged. That is, to present pre- 
service and in-service teachers with basic principles, ideas, and procedures 
which will lead to sound instructional practices in teaching the social studies 
at the elementary school level. 

In order to teach social studies successfully, the teacher must (1) know 
children, (2) know subject-matter content and be able to translate it for 
children, and (3) know materials and teaching procedures. He must also 
know the meaning and purposes of the social studies in order for his 
program to reflect a good balance among the three major purposes of the 
social studies—growth in knowledge and understanding, development of 
attitudes, and the development of skills. Approached in this manner, the 
social studies curriculum will present the learner with challenging, func- 
tional subject matter which is taught to him in ways consistent with the 
findings of research in child growth and development and in human learning. 
A definite attempt has been made to restrict the content of this book to 
topics which apply directly and specifically to the social studies as an area of 
the elementary school curriculum. 

The reader familiar with the first edition will note a number of changes 
in the revision. One chapter, “Recent Developments in Social Studies 
Instruction,” has been deleted; another chapter, “Elements From Comple- 
mentary Social Sciences,” has been added. This addition seemed necessary 
in light of the increased attention being given to political science, eco- 
nomics, and sociology in the elementary social studies curriculum. All of 
the chapters contain numerous deletions and additions of new material. 
Sections in the first edition which proved to be of limited usefulness were 
drastically reduced or eliminated entirely. 

The chapters in the second edition have been rearranged. Chapters One 
and Two contain general introductory material. Chapters Three through 
Eight deal with teaching procedures relating to unit development. Chapters 
Nine through Fifteen focus upon content, skills, and attitudes. The final 
chapter on evaluation is a summary and discussion of a variety of evalua- 
tive devices and techniques used in social studies instruction. While the 
book is not divided formally into sections, some instructors may find it 
useful to assign reading requirements in terms ‘of the four parts described 
creme 

The focus of this book, as was true of the first edition, is on those basic 
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principles which make for good social studies instruction. But principles 
themselves, however sound, may lack meaning for one who does not have 
a background of classroom experience. Therefore, numerous examples of a 
practical nature have again been included with the thought that these will 
add clarity and meaning to the principles being discussed. The examples 
have been chosen to represent all grades and have been kept brief. New 
illustrative equipment in the way of photographs has been included to 
add clarity to points being discussed in the text. Following each chapter are 
questions and suggested activities which may be used by the student as a 
follow-up of material presented in the chapter. The references have been 
selected to present varying points of view, with a high priority given to re- 
cent publications. 

The author is grateful to the many people who assisted in the prepara- 
tion of the revised manuscript. The following arranged for photographs 
for the book: Mr. Warren Panushka, St. Paul, Minnesota Public Schools; 
Miss Mary Sullivan, Seattle, Washington Public Schools; Mr. R. P. Glynn, 
Frederic, Wisconsin Common School District; Dr. Elizabeth Sutton and 
Dr. James W. Jacobs, Montgomery County, Maryland Schools; Mrs. 
Maxine Bentzen, University Elementary School, UCLA; Mrs. Floy Camp- 
bell, Oklahoma City Public Schools; Miss Eleanor Graham, Nashville, 
Tennessee City Schools; Mrs. Margaret Divizia, Los Angeles, California 
City Schools; Mr. Jerry Maryott, Cajon Valley Union School District, 
California; R. O. Turner, P. K. Yonge Laboratory School, University of 
Florida; and Dr. Maurice L. Pettit, Central Washington State College, 
Ellensburg, Washington. The author has relied heavily upon his wife, 
Mildred Fleming Jarolimek, for editing, typing, correspondence, and gen- 
eral assistance which was given generously throughout the project. To all 
these persons the author wishes to express sincere appreciation. 


John Jarolimek 
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Social Studies in 
Elementary Education 


CHAPTER 1 


Social Studies in the 
Elementary School Curriculum 


At no time in the history of our nation has education received the 
attention which has been focused upon it during the past decade. From the 
small school districts in the rural regions of our nation to the national 
Capitol itself, the education of children and youth is being viewed with 
increasing importance. Indeed, quality education is, at this time, a matter 
of national concern, for in this amazingly complex world in which we live, 
education has become an instrument of national defense in maintaining the 
security of the free world. Great expectations, enormous challenges, rigor- 
ous tasks, and immense responsibilities confront teachers and pupils alike 
in this age in which the horizon of our life-space is marked by clusters of 
distant stars. 

Greater numbers of persons are coming to realize and appreciate the 
magnitude of the task facing the American elementary school. To it are 
sent the children of all the people, and it is expected to design an educa- 
tional program to fit the diverse needs of these many children. In the face 
of overwhelming numbers of pupils each year and limited resources, the 
school has rejected the mass production concept of the industrial world. 
Instead, it has operated on the principle that each one of the many millions 
of children it serves has a right to receive individual attention and individ- 
ual consideration in his school program. In fulfilling its responsibility to 
individual children and to society, the school must select materials and 
design instructional programs which preserve the best from the past in 
terms of tradition and procedure and teach children how to use these 
guidelines for human conduct developed centuries ago to life in the aero- 
space age. While the school is helping children solve their day-to-day prob- 
lems of living, it must also prepare them to deal intelligently with problems 
they will face in the future. In these rapidly changing times, who can say 
with certainty what school experiences the child should have to prepare 
him for life? How can the ethical values established in the days of pastoral 
living in the pre-Christian era be applied to life in an age of earth satellites, 
intercontinental missiles, juke boxes, and hot rods? The preparation of 
young children for life in the contemporary world is obviously not an easy 
task. i 

Moreover, the likelihood is great that the task will become even more 


complex in the years ahead. Society has moved from the prescription of 
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“there ought to be a law” as a solution to its social problems to “the schools 
ought to teach.” . . . Consequently, one finds a continually greater increase 
in the scope of school programs at all levels from the elementary to the 
graduate schools. The practice of making new additions to school curricula 
without making deletions is already seriously crowding the instructional 
program in the elementary school. 

Since it is impossible to predict the precise nature of the world a score 
of years hence, it is doubtful whether the question of what schools should 
teach and how they should teach it will ever be resolved to the satisfaction 
of everyone. Within recent times there have been numerous experiments 
with school curricula brought about chiefly as a result of the changing 
needs of present-day school populations. This experimentation is likely 
to continue as schools make every effort to provide children with the best 
education possible. But whatever way the curriculum is designed and 
whatever else the school may do, it is highly likely that a sound, modern 
program of elementary education will continue to provide children with 
systematic instruction in each of the following areas: language arts, science, 
social studies, arithmetic, art, music, and physical education. It is in these 
areas that the elementary school has an unmistakable and inescapable re- 
sponsibility. The social studies, thus representing a major segment of the 
school program, deserve to be well taught. 


Social Studies a Specific Term 


THE student familiar with the history of American education knows 
that national leaders from the birth of the nation to the present day have 
recognized the vital need for education in a democratic society, In a nation 
where any voter can hold public office and where there has been a con- 
tinual extension of the franchise, a common education for the masses 
becomes more than a matter of individual and personal choice; it is a 
concern of society as a whole. The American people have always expected 
the schools to contribute directly to the development of loyalty to the 
democratic ideal, good citizenship, civic responsibility, and human relation- 
ships. These represent the broader goals of all education, but the social 
studies have historically assumed a special responsibility toward the attain- 
ment of those goals. 

The part of the elementary school curriculum which is now called the 
social studies was traditionally designated and taught as separate subjects. 
An examination of courses of study developed thirty to forty years ago 
will reveal that the elementary school taught local and state geography, 
history and geography of the United States, civics, citizenship, Old World 
backgrounds, geography of the Western Hemisphere, and other similarly 
designated subjects. Sometimes the subject-matter lines were exceedingly 
rigid, as in the case of schools where “History of the United States” was 
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taught at one time during the day and “Geography of the United States” 
was taught at another time of the same day to the same children. Today 
some schools still organize and teach the social studies according to sub- 
jects; but, where this is done, subject-matter lines are usually not as inflex- 
ible as they once were. 

Many educators feel that the segregation of subject-matter content into 
various disciplines may be entirely appropriate for the adult student, but 
that such an arrangement should not be used with elementary school-age 
pupils. The elementary school curriculum is not designed to develop 
specialists in some field of human knowledge. It is intended, rather, to 
provide the pupils with a wide variety of experiences which will enhance 
their knowledge of important concepts in the area of human relationships. 
We live in a period of multiple cause-and-effect relationships, and an 
approach to the study of today’s social problems requires an understanding 
of the many facets and ramifications of such problems. ‘Thus, a program 
which is organized around broad problems can include subject matter from 
several of the social sciences and, thereby, provide the pupils with a broader 
experience with the world and its people than would be possible through 
the study of a single subject. Curriculum planners recognize that studies 
of this type represent a more realistic approach to the understanding of 
today’s complex problems, since the pupil is able to see a problem in terms 
of other related problems, situations, or circumstances. Courses in general 
education at the collegiate level frequently employ this same interdisci- 
plinary approach for the same reasons. In the elementary school, such a 
program takes the form of a fusion or combination of subject matter from 
two or more fields of knowledge into a single unified program called “social 
studies.” 

“Social studies” is an inclusive but highly specific term applied to that 
area of the elementary school curriculum which has a primary respon- 
sibility to help the child develop skill in and understanding of human 
relationships. The social studies deal with the study of man and his rela- 
tionships with other men and with his environment. They call upon many 
fields of knowledge for subject-matter content. In the social studies one 
finds elements of geography, history, sociology, political science, economics, 
anthropology, social psychology, philosophy, and other allied fields. The 
term “social science” is not ordinarily associated with the program of in- 
struction in the elementary school since it is used to designate the more 
advanced studies of human society at the college or graduate levels. How- 
ever, the social studies in the elementary school may and frequently do 
draw concepts from all of the social sciences relating to the study of human 
relationships, institutions, customs, and behavior. This means that topics 
selected for study are not necessarily limited by-subject-matter lines, but in 
the process of study there will be a natural movement into many fields. 
In a unit on community life, for example, children are likely to study the 
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history of the community, its geography, its climate, native plant and 
animal life, local government, how people make a living, and interrelation- 
ships between various persons and groups. At early levels the social studies 
focus attention upon areas and topics which are physically or psychologi- 
cally close to the pupils. Gradually, the area of study is expanded to include 
human relationships which are more remote from the pupils in both time 
and space. 


SOCIAL STUDIES CONTENT INCLUDES BASIC CONCEPTS 
FROM MANY OF THE SOCIAL SCIENCES 


GEOGRAPHY SOCIOLOGY 


HISTORY ANTHROPOLOGY 
SOCIAL STUDIES 
The study of man and his 
relationships with his social 

SOCIAL and physical environments 
PSYCHOLOGY 


PHILOSOPHY ECONOMICS 


Figure 1. The social studies draw subject matter from the social sciences, are a 
specific and important part of the elementary school curriculum, acquaint the child with 
his social and physical environments, and have a unique responsibility to help pupils 
learn those understandings, attitudes, and skills which are necessary for democratic citi- 
zenship. 


Land, climate, 
physical features, 
resources 


‘Groups within 
Mexico, basic 
activities, institutions 


Early people, why 
they came, 
settlements 


Pre-European 


people; earl; 
UNIT TITLE: Indian evilizations 
Mexico: our friend 


to the south 


Family life, its 
effect on individuals 


Basic beliefs, 
religion, 
aesthetics 


How people make 
their living; use 
of resources 


Figure 2. This diagram parallels the one above and shows how the various social 
sciences might contribute to a specific unit topic. 
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The social studies should not be thought of as being synonymous with 
“social education.” As was noted earlier, the social studies as a part of the 


elementary school 


curriculum draw subject-matter content from the social 


sciences—history, geography, sociology, political science, social psychology, 
philosophy, anthropology, and economics. The social studies have been 


defined as “those 
tional purposes.” 1 


portions of the social sciences . . . selected for instruc- 
Social education, on the other hand, is a more inclusive, 


broader concept embracing the entire interpersonal, social life of the child. 


Social studies as an area of the curriculum is a regularly scheduled part of 
the school day; social education takes place whenever the child is in a 
social situation. This may occur during an arithmetic lesson, in the school 
lunchroom, on the playground, in and out of school. It is true that the 


social studies make an important contribution to the social education of 
children. They have, in fact, a special responsibility to assist children to 


learn social living 


skills, But a distinction should be drawn between the 


broad term “social education” and the specific area of the elementary 


school curriculum 


referred to as the “social studies.” 


Several recent studies of curriculum practice have shown a steady move- 


ary schools in the direction of unified social studies 


ment of element 
A programs. This has caused some confusion as to whether or not subject 
natter, such as history and geography, is included in the modern school. 


Figures 1 and 2 should indicate to the reader the importance which is at- 


tached to subject 


matter in today’s social studies curriculum. While less 


emphasis is currently being placed upon learning tedious bits of unrelated 
information of the name-place-locate variety than formerly, today’s pro- 
grams are structured in terms of significant and worthwhile subject-matter 
content. The information background of today’s child needs to be, and is, 
greater than was that of his counterpart a generation ago. 


Objectives of the Social Studies 


rne main objective of the social studies is the same as it is for the 
otal school program, i.e., the development of democratic citizens. ‘The 
a perpetuation of our way of life, its values and ideals, depends almost entirely 
upon the success of society to educate its members in democratic principles 
and democratic action. As instruments of society, schools play a major role 
in the process of democratization of young citizens. 

While the development of good citizenship is generally accepted as a 
major objective of the social studies, there exists a considerable difference 
of opinion as to what constitutes the “good citizen,” and what behavior 
characterizes such a person. Some individuals and groups see the good 


1E. B. Wesley, “The Social Studies,” Encyclopedia ‘of Educational Research, W. S. 


Monroe, Editor, New York: The Macmillan Company, 1950, P- 1214. 
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citizen as one who engages himself in parades, flag-waving, and other 
ceremonial symbolism on national holidays. Others envision the ideal 
citizen as one whose ultimate loyalty is to a world organization; they would 
pay little attention to building a feeling of nationalism since, in their judg- 
ment, nationalism is a barrier to world understanding and peace. Most 
persons are not as extreme in their points of view as either of the two types 
described; but, like the seven blind men and the elephant in the fable, each 
of us has his own concept of the behavior which characterizes a good 
citizen. 

The term good citizen is used because attention should be directed 
toward the qualitative aspect of citizenship. In the legal or political sense, 
one obtains citizenship through birth or through the naturalization process. 
The requirements for legal citizenship obtained through naturalization are 
fairly clear-cut since they are defined by law. They include an understand- 
ing of the English language, the basic elements of national history, and the 
fundamental principles and form of the government of the United States. 
The person applying for citizenship cannot be opposed to the government 
or laws of the United States nor favor totalitarian forms of government. He 
must meet certain requirements of residence, be of good moral character, 
must be attached to the principles of the Constitution, and be favorably 
disposed to the United States. He is examined in court and required to give 
the oath of renunciation and allegiance. This is usually accomplished by 
a dignified and solemn ceremony to impress the candidate with the serious 
responsibilities of the citizen in a democratic nation. It is approximately 
correct to say that many of the same understandings and attitudes are 
expected of persons who secure citizenship through birth, these being 
learned through the medium of public education, For this reason the states 
have laws which make mandatory the inclusion of various aspects of the 
social studies in the elementary school curriculum. 

But the legal and political requirements for citizenship are the barest 
minimum essentials, and the term good citizenship implies much more 
than meeting a few legal requirements. It is conceivable that one could 
meet the legal requirements for citizenship and be a complete scoundrel— 
falling far short of his responsibilities as a worthy member of a democratic 
society. A common understanding of the type of behavior which can be 
identified with the good citizen is essential, therefore, if the goal of the 
social studies is the development of democratic citizenship. 

The staff of the Citizenship Education Study of the Detroit Public 
Schools and Wayne University grappled with the problem of the meaning 
of citizenship for several months, It made a careful study of the meaning 
of this term and concluded that citizenship embraces much more than 
political citizenship. It submitted, in summary form, the following qualities 
as those which characterize the behavior of the good citizen: 
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THE GOOD CITIZEN 

1) Is aware of the importance of meeting basic human needs and is concerned 
with the extension of the essentials of life to more individuals. 

2) Gives allegiance to the ideals of democracy. 

3) Practices the kinds of human relationships that are consistent with a demo- 
cratic society. 

4) Recognizes and endeavors to help in the solution of social problems. 

5) Possesses and uses knowledges, skills, and abilities to facilitate the process of 
democratic living.? 


Several years ago the Educational Policies Commission identified the 
behavior characteristics of thé good citizen along with its now well-known 
statements of the four broad goals of education in this nation. First 
published in 1938, this material has served as a foundation for the de- 
velopment of educational programs throughout the nation ever since, 
It deserves careful study by anyone contemplating the planning of educa- 
tional programs directed toward the broad goal of good citizenship.* 

When the Armed Forces Information and Education Division, Depart- 
ment of Defense, faced the problem of the meaning of citizenship follow- 
ing World War II, it called upon the National Council for the Social 
Studies to draw up a description of the good citizen. The Council received 
consensus on 24 items from a group of over three hundred citizens repre- 
senting the legal profession, labor, management, religious groups, farmers, 
educators, and leaders in lay and professional groups. According to this 
definition, the good citizen: 


1) Believes in equality of opportunity for all people. 

2) Values, respects, and defends basic human rights and privileges guaranteed 
by the United States Constitution. 

3) Respects and upholds the law and its agencies. 

4) Understands and accepts . . . democratic principles as guides in evaluating 
his own behavior and the policies and practices of other persons and groups, 
and judges his own behavior and the behavior of others by them. 

5) Understands that in the long run, people will govern themselves better 
than any self-appointed group would govern them. 

6) Puts the general welfare above his own whenever a choice between them 
is necessary. 

7) Feels that he has inherited an unfinished experiment in self-government 
which it is his duty and privilege to carry on. 

8) Exercises his right to vote. 

9) Accepts civic responsibilities and discharges them to the best of his ability. 


2 Stanley E. Dimond, Schools and the Development of Good Citizens, Detroit: 
Wayne University Press, 1953, P. 37- e 

3 Educational Policies Commission, The Purposes of: Education in American Democ- 
racy, Washington, D. C.: National Education Association, 1938; and Educational Pol- 
icies Commission, Policies for Education in American Democracy, Washington, D. C.: 
National Education Association, 1946. 
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10) Knows techniques of social action (e.g., how to win support for desirable 
legislation) and can cooperate with others in achieving such action. 

11) Accepts the basic idea that in a democracy the majority has the right to 
make decisions under the Constitution. 

12) Assumes a personal responsibility to contribute toward a well-informed 
climate of opinion on current social, economic, and political problems or 
issues, 

13) Realizes the necessary connection of education with democracy. 

) Respects property rights, meets his obligations in contracts, and obeys 
regulations governing the use of property. 

15) Supports fair business practices and fair relations between employers and 
employees, 

16) Assumes a personal responsibility for the wise use of natural resources. 

17) Accepts responsibility for the maintenance and improvement of a competi- 
tive economic system assisted and regulated when necessary by govern- 
mental action. 

18) Knows in general how other economic systems operate, including their 
political and social consequences. 

19) Knows about, critically evaluates, and supports promising efforts to pre- 
vent war, but stands ready to defend his country against tyranny and 
aggression, 

20) Is deeply aware of the interdependence of people and realizes that a good 

life can be attained only by the organized cooperation of millions of people 

all over the world. 

) Understands cultures and ways of life other than his own. 

22) Cultivates qualities of character and personality that have a high value in 
his culture. 

23) Is a responsible family member and assumes his full responsibilities for 
maintaining the civic standards of his neighborhood and community. 

24) Recognizes taxes as payment for community services and pays them 
promptly.4 


There has been some dissatisfaction with the practice of listing qualities 
or behaviors which characterize good citizenship because this frequently 
results in a long list of discrete and fragmented parts which lack cohesive- 
ness. The feeling is that good citizenship is a global concept and loses 
meaning when broken down into a long list of components. Thus, in the 
30th Yearbook of the National Council for the Social Studies, Patterson 
speaks of the meaning of citizenship as follows: 


The citizenship of free men resides precisely in their capacity to maintain 
institutions that encourage individual liberty and social justice, and to 
create new democratic institutions when the time demands.° 


4 Ryland W. Crary, Education for Democratic Citizenship, 22nd Yearbook of the 
National Council for the Social Studies, Washington, D. C.: National Education Asso- 
ciation, 1951, pp. 154-60. Used by permission. 

5 Franklin Patterson, Citizenship and a Free Society: Education for the Future, 
30th Yearbook, Washington, D. C.: National Council for the Social Studies, 1960, p. 5. 
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UNDERSTANDINGS 


Perhaps any thoughtful analysis of the meaning of citizenship will 
reveal a need for the citizen to be competent in three basic areas. The first 
of these is the need to understand the world in which he lives. That is, 
the good citizen is an informed citizen; he has at his command a back- 
ground of knowledge and information needed to consider social problems 
and issues intelligently. The need for information is great in the world of 
today, and the child needs to be building his background of functional 
information about the world and its people from his first day in school. 
Better social studies programs recognize this need and plan accordingly 
for it. Such programs make certain the child has the opportunity to ex- 
tend his understanding of basic and elementary concepts of geography, 
history, government, economics, and sociology as they bear upon the 
study of people and their struggle to solve the perennial problems of man- 
kind. The child will have many occasions to call upon his reserve of back- 
ground information to add meaning and depth to his thinking about and 
discussion of the problems of human relationships. If class discussions, 
reports, and problem-solving situations are to be more than sharing of 
opinions and classroom arguments, they will have to have their foundation 
on sound, factual, authentic, and functional information. 

It should be emphasized that the building of understandings begins 
early in the primary grades. Both child growth and development research 
and common sense would advise against placing children in problems, 
topics, and materials for which they are not ready; but concepts can be 
simplified to suit the developmental level of children. Ideas are presented 
in simple forms at the primary levels and extended and given depth as the 
child moves through the grades. The contribution which the social studies 
can make in the primary grades toward the development of basic under- 
standings of human relationships and human institutions needs much 
more serious consideration than is presently being given to it in some 
schools. 


ATTITUDES 


A second category of objectives of social studies instruction deals 
with the development of wholesome attitudes. Referring to good citizenship 
as previously discussed, one recognizes the need for the citizen to hold a 
number of positive attitudes which have as their basis the spiritual, moral, 
and ethical values peculiar to a democratic society. These serve as the 
ethical guidelines for conduct in society. Collectively, they represent the 
conscience of society and assure the application of knowledge and under- 
standing to worthwhile and positive ends. It is in this area that the 
methodology of social studies plays an important role. Since social studies 
deal continuously with human relationships, the development of desirable 
attitudes toward other persons, national and racial groups, a job well done, 
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properly delegated authority, and other similar attitudes is a necessary 
concomitant of social studies instruction. 


SKILLS 


The third group of objectives deals with the development of a variety 
of abilities and skills associated with the social studies. There are many 
such abilities and skills which, for purposes of clarity, may be grouped as 
follows: 


SOCIAL LIVING These include such things as living and working 

together, learning to give and take, assuming responsibility, taking 
turns, and respecting the rights of others. Social living skills embrace the 
entire area of social adjustment and social sensitivity and give the child the 
opportunity to develop self-control and self-direction. Teaching social liv- 
ing, of course, is not limited to the social studies but is an important part 
of the entire school program and should be taught in every contact the 
school has with the child. The development of the skills of social living 
represents an exceedingly important outcome of the social studies espe- 
cially at the primary level. It should not, however, entirely dominate the 
program. 


STUDY SKILLS AND WORK HABITS There are a number of study skills 

and work habits which children should be developing as a part of 
social studies instruction, Some of these are general skills and abilities which 
are included and taught in other areas of the curriculum as well—skill in 
locating and collecting data, making reports, speaking before a group, using 
reference material, outlining, summarizing, and others. Children are taught 
how to apply these skills and abilities to the social studies and are provided 
with situations which give them genuine reasons for applying them. An- 
other group of study skills and work habits are more or less peculiar to the 
social studies; namely, the ability to read social studies materials for a 
variety of purposes; facility in the use of maps, globes, charts, graphs; the 
use of special references such as an atlas or the World Almanac and others. 
Since this second group of skills, abilities, and/or work habits is not 
ordinarily included in the school Program except in the social studies, they 
must be carefully planned and taught. 


GROUP-WORK SKILLS Included in this category are such skills and 
abilities as are needed to do group planning, to lead and participate 
in group discussions, to function effectively in situations demanding co- 
operative efforts in planning, working, and evaluating. Group-work skills do 
not appear full-blown when the individual comes of age, but are developed 
gradually with experience and instruction in group action. The development 
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of group-work skills represents another dimension of the maturing child 
with which social studies instruction is concerned. 


SKILLS ASSOCIATED WITH VARIOUS ASPECTS OF THINKING These 

skills include problem-solving procedures and the use and application 
of a scientific approach to the solution of problems. The development of 
skills of thinking will assist the child to become critical in his consideration 
of social studies issues and materials. The need for the development of 
critical thinking on the part of youngsters is a clearly recognized goal of all 
sound social studies programs. The skills of problem-solving so frequently 
associated with science teaching need greater application in the teaching of 
social studies. 


The major objectives of social studies programs, therefore, may be 
identified as the development of those understandings, attitudes, and skills 
necessary for effective and responsible democratic citizenship. Careful 
study of the objectives of social studies points to the importance of in- 
structional procedures; for, if attitudes and skills are to be learned beyond 
the verbal level, the child must be given practice in their application and 
use over an extended period of time. The objectives of the social studies 
are not achieved completely in any one grade or any group of grades; 
rather, they indicate the direction in which growth is anticipated and 
each year should help the child make progress and growth in the desired 
direction. 

The outcomes of social studies, as in any other instruction, are many 
and varied; and the best programs are the ones which give indication of a 
good balance in the intensity of efforts in the development of under- 
standings, attitudes, and skills. Any program which concentrates upon any 
one of these three categories of objectives and minimizes the importance 
of the others is failing to present the child with the kind of social studies 
instruction which will equip him for living in the modern world. 

The following examples are taken from curriculum guides from various 
sections of the country to illustrate the understandings, attitudes, and skills 
public schools recognize as important for development in the social 
studies: 


DENVER PUBLIC SCHOOLS, DENVER, COLORADO 
Functional Information 
KNOWLEDGES AND UNDERSTANDINGS 


Growing understanding of the American heritage, including a knowledge 
of the historical development of the United States, an understanding of the 
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principles which have fostered our way of life, and a grasp of the methods 
by which Americans have solved their social and economic problems. 


Increasing knowledge of our form of government and the laws and freedoms 
under which we live. 


Increasing knowledge of the geographical environment in which men live, 
both in this country and in other countries and areas of the world, and 
increasing understanding of the growing interdependence of men everywhere 
in deyelopment and use of human and natural resources. 


Increasing understanding of the cultures of various people of the world and 
the relationship of those cultures to our own (social institutions, religion, 
arts, government, resources, ways of making a living, family life, and the 
like). 

Increasing understanding of social concepts, generalizations, and principles 
through which men seek to control experience. Such concepts, generaliza- 
tions, and principles may be illustrated from several points of view. In the 
field of science, for example, the principle of contour plowing is employed 
in the conservation of soil and water on sloping land; in social science we 
extend the concept of environment adaptation to include the principle that 
the movement of peoples is usually in the direction of increased food, water 
supply, or vocational advantage. In sociological matters one may use to ad- 
vantage the principle that giving equal opportunity to all individuals is 
basic to the development of a democratic society. 


Values and Ideals 


Growing faith in the democratic way of life; respect for the dignity and 
worth of individual personality; joint thinking and action in the solution of 
common problems; use of intelligence in guiding behavior. 


Growing respect for the ideals of fair play and generous behavior, the ideals 
of human brotherhood. 


Growing desire to be an active citizen of school, community, state, nation, 
and world. 


Growing sense of responsibility for the welfare of others and a willingness to 
sacrifice for the common good. 


Loyalty to basic institutions of our country; democratic family; government 
under laws of the people, by the people, and for the people; free public 
education. 


Loyalty to basic traditions of freedom, as expressed in the Bill of Rights. 


Skills and Habits 


Growing skills in cooperative planning and action in school and community. 


Growing skills in solving human problems by use of the scientific method— 
identifying problems, finding facts and feelings, setting up possible solutions, 
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trying out various suggestions, choosing the most likely, evaluating results, 
recognizing new problems. 


Growing awareness of the feelings and problems of others. 
Growing respect for self and for others. 


Growing recognition that for every privilege we enjoy, there is an accompany- 
ing responsibility to self and to society. 


Growing recognition of unresolved issues in many aspects of human relation- 
ships and the faith that these issues may be solved through democratic 
processes, Such issues are seen in the tension between East and West in 
international relations, problems of fair employment practice, states rights, 
equal opportunities in education, housing, and intergroup relations.® 


SOCIAL STUDIES IN NORTH CAROLINA SCHOOLS 


PURPOSES: 

Good social studies programs help pupils develop understandings of 
democracy and its contribution to human welfare and happiness. 
the achievements of the past and their relationships to the present and 
future. 
the interdependence between man and his physical and social environ- 
ment. 
how man has adjusted to his environment to meet his basic needs 
throughout the years. 
physical and social environments in order to meet the problems of home, 
school, and community in a more effective way. 
state, national, and international problems through expansion of funda- 
mental concepts developed in the study of the local community. 
the contributions that all people have made to our culture and civiliza- 


tion. 
the importance of time and spatial relationships to man. 


Good social studies programs help pupils develop attitudes that 
all human beings, regardless of race, nationality, or creed are entitled 
to equal rights to life, liberty, and the pursuit of happiness. 
all people should concern themselves with improving human welfare. 
active participation of each person is necessary in identifying and solving 
problems. 
reflective group thinking can better find the solution to social problems. 
democracy is an evolving process which can be continually improved by 
open-mindedness and vigilance on the part of citizens. 

Good social studies programs help pupils develop skills and/or abilities to 
think critically and to approach problems scientifically. 
take part in group discussions. 
take part in group planning as followers ang leaders. 


6 Denver Public Schools, The Social Studies Program of the Denyer Public Schools, 


Denver, Colorado: Department of Instruction, pp. 3-4. Used by permission. 
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locate and use pertinent information and materials. 

evaluate information and ideas. 

form opinions on the basis of evidence. 

grow in ability to appreciate and enjoy the beauty and culture of the 
past and present. 

participate in appropriate and continuing social activities in school and 
in out-of-school situations.? 


The goals of social studies in the Newark, New Jersey, program point 
to the need for growth and development of the child in three related areas: 


SOCIAL STUDIES IN OUR SCHOOLS 


Newark, New Jersey 


The major goals of the social studies curriculum are related to pupil growth 
in individual capacities, in effective social participation, and in ability to deal 
with environmental factors and forces. For the elementary school, the ob- 
jectives may be stated as follows: 


To help the child acquire the knowledges, understandings, attitudes, and 
competencies which he will need in the interaction with social and physical 
environment. 

To promote the learner’s growth in an appreciation of his cultural herit- 
age, in an intelligent allegiance to American ideals, and in an active 
participation in democratic practices. 

To guide the child in gaining an understanding and appreciation of the 
contributions made to human welfare by individuals and by the various 
nationality, religious, and social groups. 

To create an appreciation of the value and dignity of all types of work and 
the desire to become an economically adequate and self-supporting adult. 

To develop an understanding of the interdependence of all peoples and 
the need for international cooperation in behalf of world peace. 

To foster moral and spiritual values—emphasizing the supreme impor- 
tance of individual personality, the responsibility of each person for the 
consequences of his conduct and for community well-being, and the signifi- 
cance of emotional and spiritual experiences which transcend the material- 
istic aspects of life.8 


Citizenship Education and the Social Studies 


A FUNDAMENTAL issue in the world today is the basic conflict in philos- 
ophy between peoples of the free world and those who embrace commu- 


7 Social Studies in North Carolina Schools, Publication Number 283, Raleigh, North 
Carolina: State Superintendent of Public Instruction, 1952, pp. 11-12. Used by per- 
mission. 

8 Social Studies in Our Schools: A Guide to Improvement of Instruction in the Ele- 
mentary School, Newark, New Jersey: Board of Education, 1954, pp. 3-4. Used by per- 
mission. 
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nism as a way of life. It is for this reason that developing citizenship for life 
in a free society has been a dominant concern of those who plan educational 
programs for the children of America. Serious-minded Americans, persons 
who are concerned that freedom from tyranny be preserved, look to the 
schools to instill in the young people of the nation an understanding of, 
and deep commitment to, those principles which inhere in the concepts of 
freedom and dignity of the individual. 

While the social studies have a unique responsibility to help children 
develop understandings, attitudes, and skills which are prerequisite to good 
citizenship, citizenship, itself, cannot be taught entirely within the social 
studies. It must be a part of the entire school life of the child. Schools 
that teach citizenship during the social studies period but teach arithmetic 
and ignore citizenship during the arithmetic period have very shallow 
programs of citizenship education. Good teachers have recognized the need 
to place children in activities which will allow them to begin experimenting 
with the responsibilities involved in democratic group living at an early age. 
Children everywhere are assuming more and more responsibility for many 
of the routines of the classroem life. Today it is not uncommon to see ele- 
mentary classrooms where children bring themselves to order in the morn- 
ing, go through the flag ceremony, morning song, and sharing time in an 
orderly and efficient manner and almost entirely unassisted by the teacher. 
First-graders pass out books, collect papers, straighten up the library corner, 
feed the animals or birds, water the plants, act as mail carrier between their 
room and the office, put the playhouse in order, greet visitors at the door, 
gather up playground equipment after recess, and work together in re- 
markably responsible ways. Many elementary schools have organized 
student councils which give young children valuable experiences in exercising 
habits of responsible citizenship. While the social studies deal directly with 
citizenship education, such learnings must be supported by the practice of 
democratic living throughout the school day if they are to be effective. 

Earlier in this chapter reference was made to the importance of attitudes 
as an ingredient of good citizenship. While there is yet much to be learned 
about the development of attitudes, there is a growing volume of evidence 
to indicate that one’s attitudes are quite directly related to emotional well- 
being and balance. That is to say, a person who is unable to meet his 
personal-social needs satisfactorily develops inner conflicts which bear upon 
his ability to perceive and deal with his social environment. For example, 
the young child who is rejected by his classmates in play situations is not 
likely to be favorably disposed toward cooperative behavior and good will 
toward others, The child who comes from a family which suffers economic 
privation, rejection, fear of unemployment, victimization, discrimination, 
or disparagement presents a fertile field for the growth of prejudice, re- 
bellion, hate, distrust, selfishness, and lack of concern for others. The 
school’s task of building good citizenship is a much more complex task, it 
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seems, than teaching children a few elements of American history and re- 
citing the pledge of allegiance each morning. 

With the recognition of emotional stability as a primary dimension of 
citizenship, more and more schools are organizing their instructional pro- 
grams with the thought of helping children meet their basic personal-social 
needs in socially acceptable ways. It is not likely that any school program 
can assist all children to meet all their personal-social needs entirely. The 
child relates and identifies himself psychologically first of all with his 
family, and it is the family which is the wellspring of his emotional tend- 
encies, But the school can help, and its contributions ought to be in posi- 
tive rather than negative directions. Teachers, therefore, need to give careful 
thought to meeting psychological needs of children, not only while teach- 
ing the social studies, but throughout the entire school day. It is becoming 
increasingly clear that the citizen is first and foremost a person, and the 
quality of citizenship depends upon the balance of emotional forces within 
that person. To this end teachers today must make more careful study of 
individual children, take a broader view of their teaching task, and concern 
themselves with more than the intellectual development of children, im- 
portant as that is. 


Growth and Developmental Characteristics 
of Children and Social Studies 


A SINGULAR characteristic of moder social studies programs is the 
extent to which a knowledge of child growth and development has been 
used in the selection and grade placement of content, as well as in the selec- 
tion of learning experiences themselves. The social studies curriculum is now 
planned and organized in terms of those growth and developmental char- 
acteristics which are known to apply to specific age children in general 
as well as in terms of the background, ability, maturity, interests, and 
needs of individual children.’ The application of knowledge of growth 
characteristics of children which has been obtained through research has 
contributed substantially to the strength of social studies programs. 

Growth and developmental characteristics of children have been primary 
determinants in selecting suitable topics for study at various grade levels. 
This is particularly noticeable in the primary grades where the content 
shows a fair degree of standardization from school to school. The primary 
program must of necessity be designed in terms of things, places, persons, 
and processes, which are psychologically close to the child. Here one finds 
units dealing with orientation to the new school home, home and family 
living, the neighborhood and the community. Since the child lacks both 

9 An excellent summary of growth and developmental characteristics of children of 


various ages and their implications for the social studies was prepared by the Minne 
apolis Public Schools. This may be found in the Appendix, page 405- Used by permission. 
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the maturity and the skills needed to profit substantially from vicarious 
experiences, the concepts and generalizations developed deal with the 
child’s world of firsthand experiences. As the child grows and matures, he 
begins reaching out physically and intellectually to the world beyond his 
immediate enyironment. He refines his ability to perceive relationships 
and to integrate previous learnings. He gains greater skill in the use of 
language and reading as helpful tools in learning about those aspects of 
the world environment which he cannot experience directly. This expand- 
ing interest and concem on the part of the child is known as “widening 
of horizons” and is a fundamental principle in planning experiences for 
children.” It has its roots in a knowledge of children and how they grow 
and develop. 

A visit to elementary school classrooms in which pupils are engaged in 
social studies units will demonstrate the influence of the child development 
approach in the teaching procedures used and the activities performed by 
the children. There is likely to be a good balance between activities which 
demand sustained attention and “quiet time” and those which allow chil- 
dren more physical freedom. There will be flexibility in requirements rather 
than a uniform standard of achievement which all are expected to attain. 
In the primary grades there will be more overt physical activity, larger 
illustrative materials, more dramatic play, and more concrete firsthand 
experiences than in the middle and upper grades. The middle and upper 
grade classrooms will provide for the wide range of abilities and achievement 
which characterizes those grades and will take into account the changing 
interests and values of growing children. Modern teaching procedures in the 
social studies are not possible unless the teacher has a substantial knowledge 
of the psychological and physiological characteristics of the learner. Most 
teacher preparation institutions require the preteacher to take courses 
designed to acquaint him with the growth patterns of children and their 
implications for teaching. 

As we compare teaching practices of today with those of an earlier time, 
we find greater application of sound and workable principles of human 
learning to classroom situations. Teachers of today are less preoccupied 
with “keeping school” than they are with helping children learn. They are 
more sensitive to such concepts as readiness for learning, motivation, 
development of interest, need for backgrounds of experience, and the rela- 
tionship of the basic needs of children to learning than teachers were a 
generation ago. Good teachers help children clarify their goals of learning; 
they give children the opportunity to identify purposes of classroom ac- 
tivities by involving them in some of the planning. 

Throughout social studies units there is a heavy emphasis upon meaning 
and understanding. Teachers are more concerned with essential meanings 


10 For a criticism of an overly rigid application of the “widening horizons” prin- 
ciple, see pages 46-47. 


COURTESY NASHVILLE CITY SCHOOLS 


This boy and girl will be 43 years old in the year 2000 A.D. They are representative 
of the millions of children in school today who will live much of their lives in the 
Twenty-first Century. How can the social studies help them to lead happy and produc- 
tive lives during the exciting years which lie ahead for them? 
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which underlie facts than they are in having children master the facts 
alone. Since language is a primary vehicle of learning, there is a much 
greater awareness of the need to clarify the difficult words and concepts 
which are so often used without meaning in social studies. In teaching 
children to generalize, teachers are becoming more alert to the hazards 
of easy generalizations and overgeneralizing, both of which lead to mis- 
understanding. There is greater recognition of the affective nature of many 
social studies topics, causing persons at times to act in conflict with and 
contrary to evidence. Because of the learner’s attitude toward some aspect 
of topics studied, knowledge alone is not always sufficient to effect a change 
of behavior. This has led to greatly increased attention to the development 
of attitudes related to social studies topics selected for study. 


Relationship of Social Studies to Other Areas 
of the Curriculum 


THERE are differing points of view regarding the proper relationship 
of the social studies to the other areas of the elementary school curriculum, 
but most schools make some effort to relate social studies activities to the 
remainder of the school program. A few schools have made the social 
studies the core of the instructional program and have deliberately planned 
experiences in all other areas to relate directly to the social studies unit. 
This seems to represent a greater emphasis on social studies than is justifi- 
able in terms of a well-balanced educational experience for the learner. 
When the total school life of the child becomes centered about a single 
theme or topic, there is danger of creating artificial situations in which 
numbers, language, music, and other skills are taught simply to relate 
them to the social studies unit. It is also true that children enjoy some 
variety in their instructional programs and grow tired of a series of activities 
all of which deal with the same general topic. There is a point beyond 
which further relating, or correlating as it is sometimes called, is no longer 
profitable from the standpoint of effective instruction. 

Most schools view the social studies units as presenting many situations 
in which the child can use related learnings in a functional setting, but do 
not expect such experiences to be solely responsible for the development of 
important skills. For example, good programs make provision for the 
direct teaching of developmental aspects of reading during some part of 
the school day and will then provide the child with many situations in 
which he must use reading skills, Responsible teachers do not expect all 
children to become proficient readers by simply having them do reading in 
connection with social studies, although they know some children could be 
taught to read in this manner. There is always some risk of omission when 
learnings are expected to take place incidently even when an honest effort 
is made by the teacher to include related skills, abilities, or understandings. 
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The good school is not willing to risk omission of important learnings and, 


therefore, plans to spend approxima’ 
development of basic learning skills 
reference to the social studies unit. B 
setting for the application and use o 


ely one-half of the school day in the 
, some of which are taught without 
ut the social studies provide a natural 
basic skills in solving problems and, 


in this way, may legitimately be used as a means of integrating the activities 


of the school day. Social studies units 
for the total development of reading, 
skills, although there will be many o 


should not be completely responsible 
writing, speaking, spelling, or number 
pportunities for the use of such skills 


throughout the unit. 

There is a very close relationship between science and social studies, 
and the two are frequently combined in the primary grades. Units dealing 
with food, clothing, shelter, weather, transportation, and communication 
all haye science as well as social studies aspects. A unit developed around 
the topic of food may be taken as a good example. When units of this 
type are undertaken in the primary grades, teachers usually help children 
gain some understanding and appreciation of the complexities involved in 
the production, marketing, and distribution of various foods. Concepts 
such as interdependence, cooperation, cleanliness, and work are stressed. 
It is likely that the unit will deal also with social conventions associated 
with the consumption of food such as table manners, pleasant conversa- 
tion, and the use of eating utensils. Differences in foods may be studied 
and discussed by young children—party foods, picnic foods, breakfast 
foods, school lunches, foods from other land, and so on. All of these 
learnings and others similar to them deal almost entirely with concepts 
related to social studies. In the course of the unit the teacher may also 
desire to include experiences which help children understand the condi- 
tions needed to grow certain kinds of plants; the need for good food in 
maintaining health; health hazards in careless or unsanitary production of 
foods; elementary physiological effects of certain foods, such as taste buds 
in determining food flavors; the various parts of plants which are edible, 
such as the roots of some, fruits or leaves of others; and so on, It is 
apparent that this second group of learnings is more closely related to 
science concepts than to social studies. In the development of the unit, 
however, both the science and social studies concepts are included since 
they help children gain a better understanding of the topic under study 
and no effort is made to single them out as being “science” or “social 
studies.” While the same relationship exists in the upper grades, the two 
areas are ordinarily taught separately. But at any level it is often impossible 
to distinguish precisely between what is science content and what is social 
studies because the application of science to living frequently affects 
social relations. When this occurs, the material should be taught as it 
contributes to a better understanding of the topic at hand. While the 
inclusion of pure science or experimental science in the social studies pro- 
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gram is not recommended, concepts which demonstrate the effects of 
science on human relationships are appropriate for study within a social 
studies unit. Units such as Tidepool Science, The Solar System, Aerody- 
namics, Prehistoric Animals, and Electricity and Magnetism should not be 
taught as social studies, since they are science topics. 

Reading and the social studies likewise are closely related. The child 
uses reading as a helpful tool in social studies and, as he applies his reading 
skills and abilities in social studies, becomes more proficient as a reader. 
This is especially true above the second grade where there is greater de- 
pendence upon printed materials as a source of information. It cannot be 
assumed that the child learns to read in the basic developmental reading 
program and simply applies these skills and abilities in the social studies. 
Reading and social studies are related to the extent that the child needs to 
be taught reading skills as a part of social studies instruction. This is 
necessary because of the special types of reading tasks which confront the 
child in the social studies. Reading social studies content is discussed in 
greater detail in Chapter 6. 

The extent to which oral and written expression, number experiences, 
music and art activities can be related to social studies is limited only 
by the resourcefulness of the teacher. There are reports to share, distances 
to measure, pictures to draw, plays to write, problems to discuss, songs to 
sing, and other activities which any group will plan and execute if given 
the opportunity and the leadership of an imaginative teacher. These are 
the activities which hold meaning and purpose for the child and are 
among the ones which have the most satisfying outcomes for him. They 
are the ones he will remember after many of the other specifics have long 
since been forgotten. In summary, the teacher will find many opportunities 
in social studies units for the child to use and apply in a purposeful man- 
ner the things he has learned in other areas of the curriculum, but important 
skills are systematically taught apart from the social studies. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 
1) Select a unit topic for a grade of your choice and identify five learnings 
from history, geography, sociology, political science, and economics which 
might be developed in such a unit. 


2) Identify six specific objectives of the social studies which are achieved 
through the content of the social studies and an equal number which are 
achieved through the process of learning. 


3) Cite specific examples which show how the social studies utilize learnings 
related to other areas of the school curriculum. 
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teaching and to science teaching? Can you identify concepts which are 
definitely science and others which are definitely social studies? 


5) What implications for social studies instruction in the elementary school 
can be found in the foreign policy of the United States? 


6) Can you think of situations throughout the school day apart from the social 
studies which provide excellent settings for the teaching of citizenship? 


7) Prepare a short statement defining the role of the social studies in the 
elementary school curriculum. 


8) Explain why schools have moved in the direction of unified social studies 
programs. 


9) Review your knowledge of child growth and developmental characteristics 
by studying the material on pages 405-410. Select a grade in which you 
have a special interest and note particularly the implications for social 
studies which are suggested for that age group. 


10) Visit the curriculum laboratory on your campus and study the objectives 
listed for social studies in the curriculum guides from school systems 
throughout the country. Make certain to include the curriculum guide 
for your state and community. Note especially any interesting differences 
and similarities with those listed in this chapter. 
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CHAPTER 2 


Planning the Social Studies Program 


The nature of national and world affairs since 1945 has generated 
a considerable amount of concern over the social studies curriculum in the 
public schools of America. Many fundamental questions which reflect the 
climate of the times have been raised with respect to this area of the cur- 
riculum. Does social studies mean the schools are teaching socialism? Are 
schools really teaching children loyalty to the principles of democratic 
living? Are children led to an appreciation of the ideals of democracy? Do 
children today have an understanding of the American heritage? Does the 
teaching of world understanding threaten the teaching of fidelity to one’s 
own country? What is contained in the textbooks children use? Who 
writes them? Is the author’s loyalty incontestable? Should not teachers be 
required to affirm their loyalty before being allowed to teach? Is it true that 
children plan their own programs? Are attitudes of cooperation consistent 
with the competitive free enterprise concept of the American economic 
system? Such intensive scrutiny by parents and other aroused individuals 
and groups has struck the social studies with full force. 

Teachers and curriculum planners have found difficult going in trying to 
anticipate the attitude of the American public regarding many social studies 
topics. The uncertain and undefined attitude of this nation toward certain 
international issues has been a particularly bothersome problem in the social 
studies. Local attitudes toward such issues as water resources, housing, segre- 
gation, labor, the United Nations, aspects of American history, intergroup 
problems, and others have also added to the complexity of planning and 
teaching social studies. 

The areas of knowledge from which subject matter is selected are vast 
and complex in themselves, and choices must be made as to what to include 
and what to omit. The backgrounds of individual children in their social 
and human relations have many implications for social studies planning. 
All of these factors point to the complexity of the task facing those who 
plan social studies programs. 

The common school in America is rapidly approaching 12 years in span; 
and, if the child is to complete his education with a reasonably well-inte- 
grated set of experiences in the social studies, careful thought will have to 
be given to the planning of the social studies curriculum. This program 
should include some indication of the major learnings to be achieved and 
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a suggestion of appropriate subject matter and activities which will be used 
in an effort to achieve purposes in the various grades. 

There is some evidence to indicate that schools have given insufficient 
consideration to planning social studies programs. Pupils are asked to 
study units dealing with the same topics in two or more succesive grades. 
Little or no effort is made to find out the extent to which children already 
have an understanding of the topics about to be studied. Teachers expect 
specific learnings to take place or topics to be “covered” in certain grades 
and, once taught, assume no responsibility for the maintenance or expan- 
sion of such learnings. Rather than building social studies experiences in 
terms of children’s previous experience and background, content coverage 
seems to be the chief concern of some teachers. In other situations, the 
importance of content is minimized and pupils are subjected to a series of 
experience units which come and go at the suggestion of the children them- 
selves. A social studies program which lacks careful planning is wasteful in 
terms of teacher effort and valuable school time, needless losses which we 
can ill afford in our schools. 

Planning instructional programs in the area of social studies occurs at 
a variety of levels—the nation, the state, the community, the school, and 
the classroom. The effectiveness of classroom instruction will depend ulti- 
mately on the comprehensiveness of planning done on each of these levels. 
Furthermore, there must be a reasonable balance between the amount and 
the extent of planning done at each level. A carefully outlined program, 
for example, in a large city system may be so completely filled with pre- 
scription regarding when, how, and what is to be taught that it leaves little 
opportunity for the teacher and pupils to do much planning. On the other 
hand, a program which offers no suggestions to the teacher but allows him 
to plan entirely in terms of “the interests and needs of his group” is 
apt to result in the study of a haphazard conglomeration of unrelated 
topics. Both of these situations are something less than desirable. Let us 
examine the proper relationship of the various levels of planning to one 
another. 


Planning at the National Level 


1N the United States, education is a function of the various states, 
and school programs are not subject to official supervision and review by 
the national government. Nevertheless, there are a variety of agencies and 
organizations at the national level which have a considerable impact on the 
planning and teaching of social studies in the nation’s schools. The Office 
of Education within the United States Department of Health, Education, 
and Welfare has on its staff a Specialist for Social Science. Among its many 
functions, the Office of Education studies school practices throughout the 
nation, compiles lists of instructional materials, reports trends, and prepares 
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materials which are of service to school personnel. In 1960, for example, the 
Office prepared a bulletin to help “teachers, supervisors, students of educa- 
tion, and others gain information and understanding about current prac- 
tices and developing trends in the social studies programs of elementary 
schools throughout the Nation.” 1 

Through the years several national professional organizations have con- 
cerned themselves with the social studies. The American Association of 
School Administrators and the National Society for the Study of Educa- 
tion have each published yearbooks dealing with this area of the curriculum, 
The monthly journals of many organizations often carry articles relating 
to the social studies. Activities of such organizations as the American His- 
torical Association and the National Council for Geographic Education are 
devoted to better teaching of these subjects at all levels. 

The National Council for the Social Studies, a Department of the 
National Education Association, has given much leadership and direction 
to social studies planning at the national level. Its several committees study 
various problems relating to the social studies on a continuing basis. Its 
monthly journal, Social Education, its yearbooks, and its numerous other 
publications have been widely circulated and have been valuable aids to 
teachers and social studies curriculum planners throughout the nation. 
Membership in the National Council for the Social Studies is open to any- 
one who has special interest in any of the facets of the social studies at any 
level. 

National lay organizations also help shape the social studies curriculum. 
Such groups as the National Congress of Parents and Teachers and the 
American Legion, for example, take positions on educational issues and 
disseminate those views. While such organizations operate completely un- 
officially with respect to the actual direction of school programs, their 
views are felt and reflected in the planning of the social studies. 


Planning at the State Level 


INDIVIDUAL states have the major responsibility for directing educa- 
tional programs of public schools. While it is customary for states to dele- 
gate much of this responsibility to local school districts, local school 
programs must always be consistent with the principles, laws, or policies of 
the state. This means that states have retained authority and control over 
public schools and may intervene in cases where school policies and prac- 


tices are at variance with the philosophy and recommendations of the 
state. 


1 Wilhelmina Hill, Social, Studies in the Elementary School Program, Bulletin 


No. 5, U.S. Department of Health, Education, and Welfare, Washington, D.C.: U.S. 
Government Printing Office, 1960, p. 6. 
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In the past the states have been rather rigid in setting down curricular 
requirements in the social studies. Many have state laws which require the 
teaching of the Constitution, United States history, holiday observances, 
state history, and other topics usually identified with good citizenship. The 
policy of issuing state courses of study which included very specific instruc- 
tions to the teachers regarding the subject matter, time to be devoted to 
each topic, dates to be memorized, events to learn, men to identify, 
methods to be used, and a great many very specific details was fairly com- 
mon some thirty-five years ago. 

In recent times there has been a trend toward greater flexibility in cur- 
ticulum requirements established at the state level. It has been recognized 
that statutory provisions and state courses of study requiring the teaching 
of various aspects of social studies indicate a degree of specificity which 
is not necessary and, in fact, may be undesirable from the standpoint 
of sound curriculum practice. A common practice today is for state depart- 
ments of education to issue curriculum guides or curriculum bulletins. 
Such curriculum guides outline the broad objectives of social studies in- 
struction in the state, suggest appropriate topics for study at various grade 
levels, and offer suggestions relative to desirable teaching procedures. Local 
schools are advised to use the materials as a guide and within that estab- 
lished framework develop a social studies program which will be most 
appropriate in terms of local needs. The following paragraph quoted from 
the foreword of the State of Maryland Bulletin on Social Studies empha- 
sizes very strongly the suggestive nature of the material contained in the 
bulletin. It is fairly representative of the current attitude of most state 
departments of education in curriculum matters: 


The Committee evaluated present practices in the State in the light of recent 
research and national trends and made suggestions and recommendations 
which in no respect are to be considered mandatory. It is hoped, however, 
that the suggestions made in this report will provide guidance as well as 
practical assistance to local educators as they work together in mecting the 
changing needs of children in their areas. This bulletin might be regarded 
as a resource to be used by the members of local supervisory staffs as they 
plan educational experiences cooperatively with pupils, teachers, principals 
and laymen, The recommendations that follow might likewise serve as a 
springboard for future curriculum improvements in Maryland. 


The role of the state, then, appears to be one of establishing in a general 
way the objectives toward which the schools of the state should move 
and of offering leadership in organizing, planning, and evaluating social 


2 Social Studies, Bulletin issued by Maryland State «Department of Education for 
the Superintendent's Committee on Curriculum and Supervision, p. 16. Used by 
permission. 
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studies programs at the local level. The state curriculum plan may properly 
be thought of as a basic framework upon which schools may shape their 
programs. It indicates those understandings, attitudes, and skills which 
are thought to be important for every citizen of the state, but the exact 
nature of the classroom experiences in social studies is left to the local 
schools. 


Planning at the Community Level 


THE feeling that the schools belong to the people of the local com- 
munity and that the local community should have a great deal to say about 
the operation of its schools, is fundamental to our educational planning. 
Because there is great diversity among communities in wealth, density 
of population, socioeconomic status, and occupations, each one has some- 
what different educational needs. While there would be basic similarities in 
purposes of social studies programs in a rural community and a metropolitan 
community, there might be very great differences in how those purposes are 
achieved. A unit in conservation would necessarily be planned differently 
for farm children attending a rural school in central Wisconsin than it 
would be if planned for children attending a city school in Milwaukee. For 
example, the farm child would more likely be concerned and interested in 
soil and water conservation as it affects farming practices, while the city 
child might approach the same topic as it relates to recreational facilities. 
The local community, therefore, must design its social studies program in 
terms of the backgrounds of the boys and girls who live in the particular 
community. 

Operating within the broad framework established at the state level, 
the local community fashions a pattern of organization to be followed. 
In smaller systems this is frequently done by using the state guide as a 
starting point and making whatever adjustments are necessary to meet 
local needs. Some communities, on the other hand, independently develop 
rather complete and comprehensive social studies curriculum guides which 
are suited to the community but are consistent with the objectives and 
philosophy of the state social studies program. Most city systems have 
developed curricular materials of this type. Such projects ordinarily repre- 
sent careful study and a considerable amount of teacher involvement in 
the actual planning and preparation of the social studies curriculum. This 
means that in modern curriculum planning such materials as teaching 
guides, curriculum guides, and courses of study are not prepared in the 
central office of the school system and handed down to teachers for their 
use but that teachers themselves shoulder much of the responsibility for 
their preparation. This approach to social studies curriculum construction 
is resulting in materials which are more usable than they were formerly 
because teachers have been able to contribute their knowledge of the 
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teaching process and of boys and girls of the community to curriculum 
planning. 

School systems now have teachers participate in curriculum planning 
and revision at the community level in any of the following ways: 


1. SERVING ON CURRICULUM COMMITTEES for such purposes as to 

select textbooks, to recommend the purchase of audio-visual aids or 
other instructional resources, to develop teaching guides, to prepare re- 
source units, to determine specific goals for each grade, or to study ways to 
improve some aspects of the social studies curriculum such as conservation, 
citizenship, world understanding, or others. 


2. PARTICIPATING IN WORKSHOPS to develop new materials, to 

learn how to use a new curriculum guide, to become acquainted with 
new instructional resources, to plan ways of improving instruction, to learn 
how to deal with special problems of gifted or slow learning children, and 
others, 


3. GRADE LEVEL MEETINGS to make recommendations for the pur- 

chase of materials, to suggest goals to be achieved, to study suitabil- 
ity of textbooks or other instructional resources, to study ways of utilizing 
community resources, and others. 


4. PROFESSIONAL GROWTH CONFERENCES, INSTITUTES, AND MEET- 
INGS to become familiar with latest trends, practices, or procedures 
in teaching social studies. 


5. RESEARCH ACTIVITIES to try out tentatively prepared guides or 
instructional material, to experiment with new units, to evaluate 
books or instructional resources. 


Social studies planning at the community level should provide for a 
smooth transition in learning as the pupils move from one level of school- 
ing to the next. A good learning program shows evidence of systematic de- 
velopment of knowledges, abilities, and skills. This means there must be 
decisions made at the community level regarding such things as the use 
of textbooks, audio-visual aids, major topics to be studied, use of instruc- 
tional materials, areas of major emphasis, and a basic, over-all point of 
view. When experiences are planned in terms of the child’s past experi- 
ences as well as anticipating what is yet to come, learnings follow one 
another naturally and smoothly, grade by grade, as the child progresses 
through the elementary, junior and senior high schools. The curriculum 
should be planned as a 12- or 13-year program of instruction in the social 
Studies in order to do as much as possible to ensure well-articulated, 
sequential development of important learnings. 
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Planning at the School Level 


SOME amount of planning at the level of the neighborhood school is 
always necessary even where there has been extensive planning at the com- 
munity level. In smaller systems where there is but one school, community 
and school level planning, of course, are synonymous. The larger the system 
becomes, or the more heterogeneous the community is with respect to 
wealth, density of population, socioeconomic status, or occupations, the 
greater is the need for planning at the school level. The diversity of socio- 
economic status found with one city system may be observed below. These 
are striking differences but are nonetheless typical of what is found in many 
if not most large communities. Data such as these have serious implications 
for local planning of social studies experiences for children. 

The planning which occurs at the local school level must be consistent 
with the social studies program of the larger community in which the 
school is located. It is at the school level, however, that the program of 
instruction becomes a reality. This being the case, its biggest task is to 


SOCIOECONOMIC DATA FOR FOUR AREAS IN A CITY * 
AreaA AreaB  AreaC AreaD 


1) Population 2,073 2,878 2,846 2,339 
2) Median school years completed 77 8.1 13.5 13.6 
3) Median income (family) $3,276 $4,358 $12,926 $14,140 
4) Professional, technical, and 
kindred workers (male) o 12 309 206 
5) Managers, proprietors, officials, 
etc. (male) 2 18. 
6) Operatives and kindred workers A 18¢ i i 
7) Unemployed 382 104 8 12 
8) All housing units 610 798 987 707 
Owner occupied 202 282 853 668 
Renter occupied 354 398 119 26 
Condition and plumbing 
Sound 80 209 980 707 
Deteriorating 372 368 Gi o 
Dilapitated 158 221 o o 
Shared or no bathroom 36 91 o o 
Homes built 1939 or earlier 592 788 391 531 
Homes built since 1940 18 10 596 176 
9) No automobile available 373 361 31 30 
10) Median home value 
(owner occupied), $7,400 $7,500 $22,200 $25,000+ 


* Actual data on a midwestern city as reported in U.S. Censuses of Population and 
Housing: 1960, Bureau of the Census, U.S, Department of Commerce. 
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translate the purposes, content, activities, and experiences suggested at 
the community level into a program of action which will best suit the 
pupils who attend the school. The common purposes of a social studies 
program would necessarily have to be achieved in different ways in a school 
where the children’s parents are almost entirely professional people or 
high level businessmen than they would in one where the parents are day 
laborers or foreign born. In some schools the children have had the advan- 
tages of good language development, books in the home, travel, intellectual 
stimulation from parents, and cultural contacts which children in another 
part of town may not have-had. These differences would be important 
considerations in planning the methods, procedures, and activities to be 
used in achieving purposes. It is this aspect of planning which must be 
done at the level of the neighborhood school. 

The local school also has a primary responsibility for establishing con- 
tinuity in the child’s learning. To this end some schools have teachers keep 
a log of their social studies program which includes the topics studied, the 
major books and supplementary materials used, the concepts and generali- 
zations taught, the films and film strips utilized, the field trips taken, a brief 
summary of major activities performed, and the amount of time spent on 
topics. This information is turned in to the principal’s office at the end of 
the year and is available to the teachers who have the same group of chil- 
dren the following year. Some procedure similar to the one described helps 
teachers plan social studies units in terms of the program and experiences 
which children have had during the previous year. This does not take into 
account, however, the fact that groups may not be the same from year to 
year and that some children have transferred into the group from other 
schools. For this reason, it is necessary for the teacher to find out from the 
children themselves the nature of the experiences they had in social studies 
during the previous year and plan his program accordingly. 

Finally, the local school must provide an atmosphere which will en- 
courage and enhance the development of long-term social skills character- 
istic of democratic citizenship. There needs to be congruity in instructional 
policies and procedures which hold over from year to year as the child ad- 
vances through school. In other words, the child will learn to play the game 
according to one set of rules. He should not be given a permissive situation 
one year, a rigid one the next, and an ambivalent one the third. 


Planning at the Room Level 


wueEN the classroom teacher begins to design his social studies pro- 
gram for the year, he thinks in terms of the planning which has occurred 
at the school, community, and state levels. He examines the state social 
studies bulletin, if there is one, for suggestions and recommendations. 
He likewise consults the local curriculum guide. He finds out as much 
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as he can about the social studies program in the school from his principal, 
fellow teachers, files, permanent records, and other sources. He finds out 
what the children have done in social studies during the previous year. He 
inquires about the nature of the social studies program which will follow in 
succeeding grades. He studies his group carefully and begins to formulate 
the major objectives he hopes to work toward during the year ahead. 

Armed with this information, the teacher will plan some possibilities 
for units throughout the year. In this connection he will consider seasonal 
changes, holidays, various “weeks” (United Nations Week, Fire Preven- 
tion Week, Book Week, etc.), resource materials available, local events 
of interest (celebration of a local community centennial, for example), 
state and national events of interest (elections), and other similar situa- 
tions or circumstances which can be anticipated and will have a bearing 
upon the social studies activities during the year. With reference to the 
specific unit titles or topics he may, in some cases, decide in advance what 
these will be or he may prefer to wait and involve the youngsters in 
deciding the exact unit to be taught. Policies vary from one district to the 
next as to the amount of teacher preplanning which is required. Whenever 
possible the teacher should allow for plenty of flexibility in the details of 
his planning in order to involve pupils in some decision making when the 
study is under way. Social studies teaching necessitates continuous day-to- 
day planning at the classroom level. The manner in which this is handled 
is discussed in detail in Chapter 3. 

We have seen thus far that much planning is required at several levels 
if good social studies programs are to result. A properly designed social 
studies curriculum will focus attention upon those understandings, atti- 
tudes, and skills which ought to be leamed by every citizen, irrespective 
of who he is or where he lives. These purposes are stated in a general 
way at the state level and become the common threads which are woven 
throughout the entire curriculum at all levels. Curriculum planning must 
necessarily become more specific and detailed as the classroom level is 
approached since each school, each class, each child presents some degree 
of uniqueness in background, interests, and special needs. Good curriculum 
planning will avoid rigidity and excessive prescription in order that these 
differences may be taken into account in planning specific experiences for 
children. In fact, children themselves may have and should have some 
hand in planning specific experiences they are to have. But such planning 
must be done within the context of the over-all curriculum design which 
has been drawn at the state, community, and school levels. The belief 
that topics’ for social studies units are selected entirely on the basis of 
passing interests of children is unreasonable and unsound educational 
practice. The job of planning the basic instructional program in social 
studies is not a child’s task but is primarily an adult responsibility. 
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Classroom Level 


Identifies specific objectives 
in terms of needs of pupils; 
plans for learning experiences 
are made accordingly. 


School Level 


Implements community program in terms 
of local needs. 


Community Level 


Develops major objectives, scope and sequence; 
evaluates program of social studies. 


State Level 


Undergirds the total program; provides broad goals, state 
framework; has leadership function. 


Figure 3. Social studies programs should show evidence of thoughtful planning at sev- 
eral levels. Plans become more specific as the classroom level is approached. Planning at 
the national level is not included on the chart because it is entirely advisory and un- 
official. 


Selection and Organization of Content 
and Experiences 


APPROACHES TO DETERMINING SCOPE 


The term “scope” is used in curriculum building to denote the com- 
prehensiveness, breadth, variety, and extent of learning experiences to be 
provided. It has to do with what is to be included in the program in terms 
of the range of subject matter and experiences pupils are to have. The 
scope of the social studies program will be determined primarily by the 
major purposes to be achieved, and subject-matter content will in turn 
be selected within the limits set by the scope of the program. Traditionally, 
scope has been determined quite largely by subject matter, but in recent 
years the trend has been to define the scope of social studies in terms of 
the central ideas or major learnings to be achieved. Moreover, schools 
today are less likely to delimit the scope sharply, but rather to define it 
broadly enough to make possible a comprehensive program of social studies. 
There are several different ways to define the’ scope of a social studies 
program. Among them are the following: 
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1) Separate subjects. 

2) Major themes based on concepts and generalizations. 
3) Social functions. 

4) Areas of living. 

5) Life situations. 

6) Problems. 


SEPARATE SUBJECTS The designation of subjects is unquestionably 

the most traditional approach to the definition of scope of social 
studies curricula. Under such an arrangement, for example, decisions may 
be made to study geography of the local community in grade four, United 
States history in grade five, Old World backgrounds in grade six, citizen- 
ship in grade seven, and United States history in grade eight. Subjects are 
usually not used in the primary grades. Where subjects are used in the 
upper grades, there has been a trend toward relating history, geography, 
citizenship, and other subjects to each other. When social studies curricula 
are organized on the basis of subjects, teachers oftentimes place too great 
an emphasis upon subject-matter mastery, use a single textbook, ignore 
individual differences, set uniform goals for all children, and give inade- 
quate attention to interests and needs of children. This is not to say that 
good teaching cannot ensue when the program is organized around sepa- 
rate subjects; but this plan does tend to encourage unimaginative teaching 
practices. Because of these limitations, the separate subjects plan is usually 
not recommended as a method of organizing a modern social studies cur- 
riculum for children in elementary schools. 


MAJOR THEMES BASED ON CONCEPTS AND GENERALIZATIONS ‘The 

scope of a social studies program may be defined in terms of major 
themes based on social studies concepts and generalizations. The program 
of instruction is designed in such a manner as to allow the child to move 
to increasingly higher levels of understanding of selected concepts and 
generalizations as he proceeds through the primary, intermediate, and 
upper grades. In order to understand this approach to social studies plan- 
ning it is necessary to understand the meaning of the terms “concepts” and 
“generalizations.” 
’ Concepts are inherent in the universal or common properties of objects, 
institutions, or experiences. The human intellect, it seems, has both the 
desire and ability to place things in categories. Since the number of specific 
experiences the individual encounters in the process of living is very great, 
it becomes convenient for him to place these experiences into meaningful 
categories. Instead of telling his neighbor that he is going to Dayton’s for 
a pair of shoes, to the Emporium for a suit, and to Sears for a monkey 
wrench, he simply says he is going “downtown” to do some “shopping.” 
In this case the individual used the term “downtown” to refer to places 
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or objects having something in common (retail stores) and “shopping” 
to indicate a set of experiences having common elements. When such terms 
are used to convey meaning of a general or universal character, they are 
referred to as “concepts.” Words, being simply verbal symbols, are not in 
themselves concepts, nor are verbal or visual symbols concepts when they 
refer to single specific objects or experiences. They become concepts when 
their meaning can be detached from specific referents. Concepts may deal 
with rather concrete places, objects, or institutions or with more or less 
abstract ways of thinking, feeling, and behaving. Examples of concepts 
of the first type would be -“mountain,” “plateau,” “home,” “country,” 
“state,” “flood,” “famine,” “the dairy,” “community helpers,” “valley,” 
“ocean,” “harbor,” “desert,” “Chinese,” and so forth. In the second group 
would be included such concepts as “cooperation,” “adaptation,” “respon- 
sibility,” “honesty,” “loyalty,” “interdependence,” “justice,” “fairness,” 
“democracy,” “freedom,” “liberty,” “tolerance,” and “tights.” Concepts 
which may be related to concrete reality are more easily understood by 
young children than are those which are wholly abstract. 

Generalizations are similar to concepts in that they, too, help the indi- 
vidual order his physical and social environment. Rather than being repre- 
sented by a single word or expression, however, generalizations involve the 
statement of a general law or principle which may be applied to several 
situations having common characteristics. Generalizations constitute the 
guidelines by which individuals govern their actions, and many have been 
handed down through the ages in the form of proverbs or wise statements 
for good living. They are more complex than are concepts or simple state- 
ments of fact. The following are examples of generalizations which have 
applicability in the social studies: 


) New inventions lead to changes in ways of living. 

) Man changes (adapts) his living to existing conditions. 

) Peoples of the world are interdependent. 

) Members of families help one another. 

) Man influences his environment and is influenced by it. 

) Many peoples have contributed to our present civilization. 

) Basically all people are very much alike, although they differ in their ways 
of living because of geographical and historical factors. 

8) Man lives in a continually changing world. 

9) Workers in our neighborhood help one another. 


Attitudes likewise may be thought of as generalizations and are com- 
monly expressed as such. An attitude represents one’s feelings or predisposi- 
tions in a single generalized statement. Sometimes they have their basis in 
fact, other times they are unjustified and the generalization is based on 
inadequate or insufficient information or experience. The person, for 
example, who has had an unfortunate experience with an immigrant worker 
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may conclude, “All foreigners are lazy.” Generalizations of this type com- 
monly offer convenience and security to the person making them. That is, 
it makes additional study and research unnecessary since for him the issue 
is clearly settled—all foreigners are lazy and that is that. Social studies 
programs obviously have the responsibility to provide children with suffi- 
cient factual data and experiences to allow them to generalize accurately 
about their physical and social world. 

An almost inescapable problem in developing units of study from gen- 
eralizations is that children are likely to verbalize a generalization with- 
out understanding it. This is especially true if the generalization is known 
to them at the beginning of the study, perhaps appearing as the unit title, 
a caption on a bulletin board, or written on the blackboard, such as 
“Peoples ways of living are related to their surroundings.” Beginning with 
the statement of a generalization tends to nullify the exploratory and 
problem-solving aspects of the learning activity. Moreover, children will 
want to conclude their study too quickly, becoming “situation-bound” in 
their thinking, causing misunderstanding rather than enlightenment. ‘The 
use of generalizations means that the children must be presented with 
several examples before an attempt is made to extract the common element 
in the form of a generalization. A better procedure is to begin with the 
statement of a problem and conclude with a generalization. A more de- 
tailed discussion of this procedure is included in Chapter 3. 

Growth in the development of concepts and generalizations will pro- 
ceed more successfully if the teacher bears in mind the manner in which 
they are learned. Important in this connection is the knowledge that they 
may be handled at varying levels of complexity. Concepts related to the 
home, for example, may be studied in first grade, but it is also possible 
to take courses in home and family life in college. Early in the grades the 
children learn that “Workers in our community help one another,” but 
they will continue to expand and refine the meaning of this generalization 
as they proceed toward maturity and learn of the complexities of marketing, 
distributing, merchandising, and financing which are needed to maintain 
the modern community. Furthermore, growth in the understanding of 
concepts and generalizations is directly related to general intelligence and 
varied personal experience. Concepts introduced and taught at a level of 
complexity for which the learner is not ready in terms of mental maturity ot 
experiential background inevitably lead to lack of understanding, misunder- 
standing, verbalism, or all three. The need for many firsthand experiences 
in teaching concepts and generalizations is of inestimable importance and 
cannot be overemphasized. This need will be pointed out repeatedly in 
various contexts in the remainder of this book. i 
TE giving much attention to the possibilities surrounding the 

pts and generalizations in social studies planning. A necessaty 
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first step is to identify those key concepts and generalizations which the 
school seeks to develop in its program. These may then be broken down 
into levels of understanding or expectation for various grades. This is 
necessary since, as has already been noted, one does not ever understand 
a concept or generalization completely, but rather moves to a more mature 
understanding of it. The concept “responsibility” can and should be taught 
to first graders in a way that can be understood by six-year-old children. 
They will learn more about the meaning of this concept as second graders, 
third graders, sixth graders, or for that matter, as college seniors. The school 
must, therefore, operationally define such concepts in the light of the 
maturity and experience background of the pupils involved. 

Assuming now that the major concepts and generalizations have been 
identified and their meaning spelled out in terms of children at various 
ages, it becomes possible to select topics or subject-matter content which 
will make the development of these concepts a reality. In the first grade 
a unit on home and family living might be used to extend the child’s un- 
derstanding of the concept of interdependence. The family depends upon 
its various members as well as others in the community for its sustenance 
and existence. The same concept might be extended in the second grade 
in a unit on community helpers, the third grade in a unit on the post office, 
and in the fourth grade in a unit on the home state. Its meaning can be 
further extended in a fifth grade unit on pioneers, as children learn how 
necessary it was for early settlers to count on one another for help. 
Interesting parallels can be drawn between an early settlement and a 
modern community. Ultimately, the concept of “interdependence” can be 
taught within the context of international relations. 

It is immediately apparent that the same basic concepts and generaliza- 
tions can be taught through the use of vastly different subject matter. 
One would expect all schools in the areas described in the chart on 
page 30 to be helping children extend their understanding of “democracy,” 
although the actual subject matter and activities used to achieve this pur- 
pose would more than likely be quite different from one school to the 
next. The flexibility of this approach has much to be said for it. It makes 
possible the necessary adjustments in subject matter and activities to suit 
the particular community or group involved, yet preserves the basic com- 
mon objectives which the faculty or curriculum planning group feels are 
important for all children. 

When the California State Central Committee for the Social Studies 
was developing a new state framework, it asked social scientists to indicate 
the central ideas from their disciplines which they considered to be essen- 
tial to the general education of citizens. This resulted in a list of 120 
generalizations representing several of the socialsciences. These generaliza- 
tions were then synthesized into a list of 18 major understandings which are 
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to give direction to curriculum planning of the total program from grades 
one through fourteen. The first six of these major generalizations are re- 
produced below: 


1) Man’s comprehension of the present and his wisdom in planning for the 
future depend upon his understanding of the events of the past and of the 
various forces and agencies in society that influence the present. 

2) Change is a condition of human society; societies rise and fall; value systems 
improve or deteriorate; the tempo of change varies with cultures and periods 
of history. 

3) Through all time and in all regions of the world, man has worked to meet 
common basic human needs and to satisfy common human desires and as- 
pirations. 

4) People of all races, religions, and cultures have contributed to the cultural 
heritage. Modem society owes a debt to cultural inventors of other places 
and times. 

5) Interdependence is a constant factor in human relationships. The realization 
of self develops through contact with others. Social groupings of all kinds 
develop as a means of group cooperation in meeting individual and societal 
needs. 

6) The culture under which an individual is reared and the social groups to 
which he belongs exert great influence on his ways of perceiving, thinking, 
feeling, and acting. 


SOCIAL FUNCTIONS Throughout the ages there have been certain 
primary activities characteristic of man living in an organized society. These 
activities are referred to as social functions or social processes and are com- 
mon to all societies, past and present, irrespective of geographical location.* 
The use of social functions in defining the scope of the social studies cur- 
riculum has been widely used throughout the country. The Oakland, 


California, program, for example, selects its content from the major ac- 
tivities of man: 


The content for the social studies must be selected from those aspects of 
human living which are basic in any culture. For example, all cultures at all 
times in the history of the world have devised ways of: 


Producing goods and services. 

Distributing goods and services. 

Transporting goods and services. 

Consuming or using goods and services. 
Communicating with others. 

Protecting and conserving human and natural resources. 


3 Report of the State Central Committee on Social Studies, Sacramento: California 
State Department of Education,.1959, P. 73- 

4 Paul R. Hanna, “Generalizations and Universal Values: Their Implications for 
the Social-Studies Program,” in Social Studies in the Elementary School, 56th Yearbook, 
National Society for the Study of Education, Part II, Chicago: University of Chicago 
Press, 1957, p. 46. 
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Expressing esthetic and religious impulses. 
Providing for education. 

Providing for recreation. 

Providing for government. 


People have carried on these basic aspects of living in a variety of ways at 
different periods in history and under different environmental conditions, yet 
in every culture people have needed to develop all of the social processes 
listed above. It is important, then, that children be introduced to these 
fundamental aspects of human living. 


Along with the selection of social functions, it is also necessary to define 
a geographical or sociological area of living within which the social func- 
tions are to be studied. Children might study transportation as it functions 
in the local community, at the national level, or transportation systems 
of the world, past and present. Or, in the case of recreation, first-graders 
might study “How our family has fun together”; third-graders might ex- 
plore recreational facilities in the local community; fifth-graders might find 
out some of the ways a pioneer community provided for recreation. 


AREAS OF LIVING Some schools define the scope of their programs 
through the designation of areas of living. The area may be a strictly 
geographical one but, more commonly, it is a sociological one. The family, 
the neighborhood, the community, the state, the nation, regions, and sec- 
tions are examples of some of the areas of living commonly designated, The 
sequence of areas selected usually follows an expanding scene—a widening 
of horizons for the child. The plan sometimes is combined with the study 
of social functions, as previously noted. The areas may also be referred 
to as centers of interest. 


LIFE SITUATIONS A program may be designed in terms of situations 
or problems which one encounters in the ordinary course of daily living 
and which persist throughout one’s lifetime. ‘The task of the curriculum 
builder in this case is to identify the crucial life situations which are per- 
sistent and place the child in learning situations which will permit him 
to develop competence in dealing with such situations. 


The State of Maryland Bulletin, Social Studies, defines seven persistent 
problems of living which are applicable to all grade levels and suggests 
that emphasis be placed on these in terms of the developmental stages of 
the child’s growth. One of these is listed below to show the difference in 
emphasis at three levels: 


How can we promote better living through the development and appreciation 
of moral, spiritual, and aesthetic values? 


5 Curriculum Guide, Vol. 1, Oakland, California: Oakland Public Schools, 1955, P- 
45. Used by permission. 
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SUB-PROBLEMS: 


Primary level: 


1) How can we find and appreciate beauty in our daily lives? 

2) How can we express ourselves creatively? 

3) How can we participate in school services and civic enterprises to 
help others? 

4) How can we build moral standards in solving individual and group 
problems? 


Intermediate level: 


1) How can we make our surroundings more attractive and appreciate 
the beauty around us? 

2) How can we express ourselves creatively? 

3) How can we learn to respect, accept, and appreciate ourselves and 
others? 

4) How can we build moral standards in solving individual and group 
problems? 

5) What contributions in such fields as music, art, literature have been 
made by great Americans past and present? 

6) How can we appreciate the likenesses in religious customs which are 
found throughout the world? 

Junior High: 

1) What can we do to develop and conserve the beauty in our environ- 
ment? 

2) How can we use leisure time more wisely as a result of our apprecia- 
tion of aesthetic values? 

3) In America how have we developed a concept of the high worth of 
the individual? How can we lead better lives because of our belief 
in this concept? 

4) How does man in different parts of the world express his belief in a 
Supreme Being? ® 


It should be noted that the questions listed above represent problems 
to be emphasized and are not indicated as unit titles. A variety of topics or 
subject matter might be selected and used as a vehicle to bring children 
to grips with problems of the type suggested. The same would apply to a 
program designed around major themes based on concepts and generaliza- 
tions. All of these represent points of emphasis and might be developed 
equally well in a unit on the local community, the home state, family living, 
a foreign community, life in early America, or any number of others. 


8 Social Studies, Bulletin issued by Maryland State Department of Education for 
the Superintendent's Committee on Curriculum and Supervision, p. 16. Used by per- 
mussion. 
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PROBLEMS Some systems define the scope of their social studies 
programs in terms of problems. Such problems may take the form of prob- 
lems of living and are closely similar to “life situations.” They may take 
the form of problems arising from aspects of our culture which affect chil- 
dren such as those suggested by Hanna, Potter and Hagaman: 


1) Using science and technology for social good. 

2) Respecting the role of work and the worker in our society. 

3) Consuming goods and services wisely. 

4) Assuming the privileges and responsibilities of democratic citizens of the 
community, state, nation, and world. 

Adjusting to and adapting the physical environment. 


5) 

6) Being physically and mentally healthy. 

7) Enjoying wholesome recreational skills. 

8) Living harmoniously with people who differ. 

9) Being a good member of a family. 
10) Understanding and cooperating with other nations for peace. 
11) Preserving and extending democracy. 
12) Expressing moral, spiritual, and aesthetic values.7 


The use of community problems as a basis for social studies units is 
receiving considerably more attention than it did in former years. Prob- 
lems dealing with community health and sanitation, recreation facilities, 
conservation, community celebrations and holidays, safety, and fire pre- 
vention have been used with success by elementary schools. Problems of 
this type are of value in that they allow children to apply their knowledge, 
attitudes, and skills to social problems in the community and to do some- 
thing toward their solution. 

The following are examples of problems which have been used with 
success at various grade levels: 


How can we learn to live with people who are different from us? 

How does our family have fun together? 

What methods of transportation do people use today and why? 

How did our American way of life have its beginnings? 

Why did our community grow up in this location? 

How do people in our neighborhood help one another? 

How can we make our school a better place in which to work and play? 
Why is our school so crowded? 

How can we learn to live more safely? 


Oo ON ANnAW NH 


The various approaches to the definition of the scope of a social studies 
program discussed on the previous pages are sometimes combined in 
planning a program. McGill suggests that they may all be grouped in 


7 Lavone A, Hanna, Gladys L. Potter, and Neva Hagaman, Unit Teaching in the 
Elementary School, New York: Holt, Rinehart, and Winston Co., Inc., 1955, p- 82. 
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three categories—logical approaches, based upon the logic inherent in sub- 
ject matter or a skill; sociological approaches, based upon the expand- 
ing social scene in which the learner lives; and psychological approaches, 
based upon the interests, needs, concerns, and problems of the learner. 
He then comments on the effectiveness of the three approaches as 
follows: 


The question of which of these approaches is the most effective in organizing 
the social studies program is not a proper one. The cither-or-situation, either 
the logical, sociological, or the psychological, in education is dangerous in 
that it limits the usefulness of ideas which are not completely antithetical. 
Probably a combination of these three approaches wherein the basic ideas 
involved in each could be applied to the organization and sequence of con- 
tent in the social studies would serve us best. Many schools have successfully 
utilized a combination of these approaches in developing effective sequence 
in the social studies program.§ 


SELECTION OF SUBJECT-MATTER CONTENT 


The manner in which the scope of the social studies curriculum has 
been defined will determine in a large measure what procedures can and 
will be used in the selection of subject matter. If the scope is rigidly de- 
fined, the teacher will be able to exercise little freedom in selecting subject 
matter for study. If, on the other hand, the scope is less limiting, the teacher 
may exercise considerable latitude in selecting topics for study. Selecting 
the subject matter which will be emphasized in the social studies involves 
many choices because one has the entire expanse of recorded human history 
from which to select topics for study. The range of possibilities is so great 
that it includes enough material for several lifetimes of study. Obviously, 
only a very small portion may be selected for study during the few years the 
child is in the elementary school. The problem then is to select from all the 
possibilities those topics, concepts, generalizations, or ideas which seem 
most significant for study in light of existing conditions. 

Subject-matter content may be selected in a number of ways. It may 
be selected experimentally by choosing that material which is known to 
produce desired behavior changes in the learner. Since it is difficult to 
control all the variables which may be operative in social learnings, this 
method is not widely used in the social studies. More frequently used 
methods are those which involve analytical and judgmental procedures. 
For example, in recent years it has become common practice for schools 
to examine and analyze the things people do in life and plan school pro- 


8 John E. McGill, “Organizing the Social Studies Program,” Social Studies for Chil- 
dren, Bulletin No. 57, Association for Childhood Education International, Washington, 
D.C.: Association, 1956, P- 34- 
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Logical Approach Psychological Approach 
Organized logically around a body Based upon changing, expanding, 
of subject matter or a skill. and currently developing interests, 

needs, problems, and concerns of 
History—from past to present the learner. 


Geography—from simple to com- Problems of living 


plex, near at home 
to distant 


i 


Major themes based on needs 


GOOD PROGRAMS 
UTILIZE ELEMENTS 
FROM ALL THREE 


| 


Sociological Approach 


Based upon the expanding social scene in which the learner lives. 


Social functions 
Areas of living 


Major themes based on needs of society 


Figure 4. Approaches to the organization of social studies programs. Adapted from 
J. E. McGill, ibid. 


grams to help them do those things better, more efficiently. Those knowl- 
edges, abilities, and skills which have general utility are usually given 
priority over others which may be less useful. In terms of the evidence 
relative to such analyses, judgments are made regarding the content of 
the social studies curriculum. 

The criterion of utility is an important but also an extremely difficult 
one to apply in the social studies. In the case of spelling, this is a fairly 
simple procedure. A word count is obtained to’ determine the words most 
commonly used in writing, and those are included in the spelling program; 
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the child then applies this learning directly to his daily living. But in 
social studies the application more often than not is less direct than is 
the case in spelling or other skills. Much of social studies deals with in- 
tangibles, background knowledges, subtle human relationship skills, atti- 
tudes, and appreciations. These learnings may be difficult to justify on 
the basis of utility but still contribute immeasurably to the effectiveness of 
the learner as a person and as an informed citizen with a degree of cul- 
tural depth. This suggests a second criterion—that of social significance. 
Does the material contribute to the individual's social efficiency? Will 
it broaden his understanding of such concepts as cooperation, adaptation, 
interdependence, or responsibility? Might it be considered cultural rather 
than strictly practical and useful? Is it significant and relevant to con- 
temporary life? 

A third consideration in selecting appropriate subject matter has to do 
with the extent to which the material is needed in order to increase and 
extend the child's background of knowledge in the area of social studies. 
The days of selecting content for the sake of content itself are, fortunately, 
past. But if the child is to deal intelligently with the complex problems of 
today’s world and its people, he must be able to bring a background of 
knowledge to bear on those problems. There is, therefore, a need to in- 
clude in the social studies program factual material which is significant to 
the field of social studies. This would include, certainly, elementary con- 
cepts from geography, history, sociology, political science, and economics 
taught in ways compatible with the maturity of the young child. 

A fourth factor in selecting subject matter for the social studies is a 
consideration of the needs and demands of society. Some of these are 
made known to the schools because they are identified by law. Others come 
to the attention of the school through social trends, movements, condi- 
tions, and pressures. The greater emphasis upon citizenship education is 
an example of how social needs and demands help shape the social studies 
curriculum, The fact that accidents are the chief cause of death of chil- 
dren up to the age of twelve or thirteen will no doubt be reflected in a 
greater emphasis on safety education. The position of the United States 
in international affairs underscores the need for teaching for world under- 
standing. The current emphasis upon mathematics and science education 
illustrates this factor in operation. Studies and surveys of society frequently 
point to educational needs which ultimately influence the selection of 
topics for the social studies curriculum. 

f The teacher or curriculum worker may desire to apply other criteria 
in the selection of content.? Social studies instruction would be much im- 


9 For a discussion of criteria for the selection of content the reader is referred to 
Robert H. Beck, Walter W. Cook, and Nolan C. Kearney, Curriculum in the Modern 
Elementary School, New York: Prentice-Hall, Inc., 1960; and B. Othanel Smith, William 
O. Stanley, and J. Harlan Shores, Fundamentals of Curriculum Development, rev. ed., 
Yonkers, New York: World Book Company, 1957. k 
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proved if teachers were more concerned about justifying some of the topics 
which they routinely teach. They need to ask themselves frequently, 
“What contribution will the study of this topic make toward helping this 
child become more competent for living in the modern world?” “Is this 
worthwhile?” “Why?” “What difference will this make in the life of the 
child?” “How has this information helped me in my own life?” When 
teachers begin asking questions of this type, the content of the social studies 
curriculum is likely to become somewhat more significant than it is in many 
classrooms today. 

Tradition weighs heavily in the determination of subject matter for 
the social studies. Teachers are likely to emphasize that content which was 
stressed in their own education. Subject matter which was never used and 
long since forgotten suddenly takes on great importance when the teacher 
enters the profession. No doubt many teachers depend almost entirely upon 
the textbook as the source of subject matter for their instructional pro- 
grams. Some teachers feel that the selection of subject matter is not a matter 
of concern to them. They see their role as that of teaching what has been 
designated by the course of study or is included in the textbook. There is 
no doubt that better social studies programs would result if teachers gave 
more adequate consideration to the selection of subject matter which goes 
into their programs. 


SCOPE AND SEQUENCE OF TOPICS FREQUENTLY SELECTED 
FOR STUDY AT EACH GRADE LEVEL 


crape 1—Home, school, family, farm, health, pets, neighborhood, family 
helpers, holidays, travel, library, food, clothing, shelter, community, 
seasons, toys, living things. 

GRADE 2—Community helpers and workers, community living, food, clothing, 
shelter, transportation, farm, health, school, holidays, family, In- 
dians, communication, safety. 

crave 3—Food, clothing, shelter, pioneers and pioneer life, Indians, expanding 
community, home state, people of other lands, holidays. 

GRADE 4—Ways of living in other communities or lands, transportation, com- 
munication, maps, and globes, the earth, home state, Indians. 

crave 5—Development of the United States (geography, history, growth, 
early life, famous people, etc.), regions of the United States, North 
America, Canada, machines, minerals, inventions, Asia, Mexico, 
USSR. 

GRADE 6—European history and geography, life in countries of the Far East, 
the Western Hemisphere, transportation, communication, conserva- 
tion, United Nations, regional studies. 

GRADE 7—Regions of the United States, North America, home state, the West, 
Australia, New Zealand, conservation, ‘community living, Eastern 
Hemisphere. 

crape 8—United States, its growth and development, North America, terri- 
tories of the United States, community problems. 
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Achieving Sequence in Learnings 


assume that decisions have been made concerning scope and the 
subject matter to be included, there 1s still the problem of deciding the 
order in which the topics will be taught or the order in which various 
learning experiences are to take place. This ordering process is referred to 
as “grade placement” or “determining sequence.” In good curriculum 
planning, careful attention is given to sequence in order to avoid unneces- 
sary duplication, repetitions of units, and to ensure continuity of learning 
from one unit to the next and from grade to grade. 

A principle of sequence development which has been widely used in 
social studies is that of widening horizons. It is supposed to parallel the 
natural growth and development of young children. The child’s early 
experiences in school deal with things close to him in the spatial and tem- 
poral sense. He first studies things that are happening in the here and now. 
As he matures, his horizons widen; consequently, the program of study 
also widens to include places and people more remote from him in time 
and space. This process is often represented by a series of ever-widening 
concentric circles. 

The widening horizons principle was conceived several years ago when 
children had fewer opportunities to learn about the world than they do 
today. Television, radio, travel, and visitors from abroad have done much 
to push the horizons of the young child out very rapidly. People, places, and 
topics once thought to be remote from the child, might today be psycho- 
logically close to him. For example, in one first grade class, the father of 
one of the children is a jet pilot who makes regular flights to Japan. 
Another child spent the last summer in Europe with his family. Most of the 
others have traveled outside their home state on many occasions. A few 
have lived in other parts of the United States. All of them watch television 
regularly. Children with such backgrounds are better prepared to move out 
of the small circle of their home, school, and neighborhood much sooner 
than children were a generation ago. The widening horizons principle, 
therefore, needs to be more flexibly applied today than it was in the past. 

Schools have often prided themselves on the orderly sequence of their 
social studies programs. Scope and sequence charts were prepared to show 
what was to be taught when. This tight sequence arrangement rarely worked 
as well in practice as it did on the scope and sequence charts. The chief 
difficulty with it is that there is no way of controlling what the child learns 
about any given topic outside of school. It may be that Mexico is not sup- 
posed to be taught until fourth grade, but this will not stop children from 
reading about Mexico, viewing programs about Mexico on television, 
visiting Mexico, or, for that matter, having lived in Mexico. Neither will the 
tight, orderly sequence take care of the transfer pupils. A child may enter 
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the school from another state where Mexico was studied in the third grade. 
The transfer pupil presents a serious problem in developing sequence when 
one considers that in a recent year 35 million Americans changed their 
places of residence. 

The backgrounds of children today are such that it is not likely that one 
could think of any topic appropriate for study in a particular grade which 
would be entirely unfamiliar to every pupil in the class. This being the 
case, teachers should not be disturbed when they find that children already 
have some knowledge of the topic to be studied. What is important is that 
teachers explore the topic sufficiently with the pupils to find out how much 
they already know. After making such a status appraisal, the teacher can 
plan a program of instruction which is psychologically sequential for indi- 
vidual learners, This is possible because most topics can be made as complex 
or as simple as the teacher desires. Thus, even though a pupil is already 
familiar with a topic, the teacher may plan the program in such a way as to 
have him extend and deepen his knowledge of it. 

The preceding discussion is not intended to suggest that there is no 
place for designating a sequence of topics to be studied in the various grades. 
Some degree of logical ordering based on a knowledge of children and the 
nature of the subject matter is essential, but such a sequence should not 
be regarded as sacrosanct. The important point is not that the course of 
study be logically sequential, for that is easy enough to achieve. What is 
important is that the learnings are sequential for individual pupils. If we 
are to have such psychologically sound sequences, individual teachers must 
expect to shoulder much of the responsibility in planning for continuity of 
learning in the program. 


Emphases in Social Studies Programs 


DEVELOPING a scope and sequence is central to the whole problem of 
organizing a social studies curriculum, but a well-planned program must 
do more than simply identify suitable topics for study at various grade 
levels. Topics in themselves do not suggest which basic understandings, 
concepts, generalizations, attitudes, or skills should be developed in the 
units selected. Therefore, in organizing a program of instruction in social 
studies, some provision must be made to ensure that proper instructional 
emphasis will be placed on those basic learnings which the program hopes 
to develop. For example, if the topic “The Farm” is chosen for a unit of 
study in the first grade, this in itself does not suggest to the teacher 
whether to focus attention upon farm life, farm animals, our dependence 
upon farmers for food, changes in farming practices, machines used by 
farmers, or the kinds of work that farmers do:-One might conclude that 
there were good reasons why “The Farm” was selected rather than some 
other topic. In organizing the social studies curriculum it is important to 
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indicate what those reasons were and what important understandings, 
attitudes, and skills the children may be expected to develop as the result 
of a unit on “The Farm.” A course of study should not only indicate what 
is to be studied, but more importantly, what is to be learned. 


THE PLACE OF SUBJECT MATTER 


There is a growing realization that a heavy emphasis upon subject 
matter per se is not a proper one. What is important are the basic mean 
ings and learnings which are made possible through the use of subject 
matter. Let us assume, for an example, that a school system has defined 
the scope of its social studies program in terms of certain persistent life 
situations and that one of these is “Ability to deal with environmental 
factors and forces: adaptation to environment, conservation of resources, 
democratic way of life, interdependence of man, moral and spiritual 
values.” 1° This states, in effect, that in our society people are confronted 
throughout their lifetime with the problems of dealing effectively with 
environmental factors and forces. Therefore, in the school social studies 
program, subject-matter content and experiences for children will be 
selected to help them learn how to deal with environmental factors and 
forces more competently. This obviously affords considerable latitude for 
the selection of what to study since one can learn to deal with such factors 
and forces through the study of a vast number of topics. Let us assume 
further that careful thought had been given to the selection of a suitable 
topic, the teacher had applied criteria for the selection of subject matter 
as discussed earlier in this chapter, and the decision was made to select a 
unit entitled “Trails to the West.” In planning the unit the teacher will 
presumably select specific objectives which point in the direction of helping 
children develop the “ability to deal with environmental factors and forces.” 
In the process of study through various activities and research, the children 
should secure a considerable amount of factual data and information about 
the problems encountered by pioneers moving westward and how they 
dealt with them. This is as it should be, for such factual data and informa- 
tion can be used to illustrate ways people have coped with environmental 
factors and forces in the past as contrasted with the ways the same things 
are done today. Through ingenuity and effort, man has learned to deal with 
some of the environmental factors and forces in such a way as not to make 
life as hazardous as it was in earlier times. Subject matter, therefore, is 
legitimately used as a means of better understanding man’s social and 
physical world. When information getting or fact gathering become ends 
in themselves, without being related to big, central ideas, the instructional 
emphasis is misdirected. 


10 Social Studies in Our Schools: A Guide to Improvement of Instruction in the 
Elementary School, Newark, New Jersey: Board of Education, 1954. 
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Subject matter in the social studies is vital, interesting, and necessary. 
Perhaps the reason it sometimes seems to lack these qualities for children 
is that it serves no real purpose for them. They cannot apply it to the 
solution of problems because no problems have been identified to which 
it is related. If subject matter is viewed as a vehicle for the solution of 
problems, as a tool in gaining a better understanding of the world as the 
home of man, there is a greater possibility that it will be given the proper 
emphasis it deserves, and that it will have greater appeal for children. 
Fundamentally, subject matter provides the topics to be used as models or 
exemplars to get across basic learnings which can be widely applied in new 
situations yet to be encountered by the pupils. 


PROBLEM-SOLVING 


One of the stated purposes of many social studies programs is the 
development of various aspects of thinking, notably critical thinking and 
problem-solving. It is important to distinguish between programs which 
define their scope in terms of problems and the use of problem-solving 
procedures by the teacher in the classroom. The problem-solving approach 
to teaching social studies can and should be employed irrespective of the 
type of curricular design. Genuine problems are those which are of concern 
and interest to the pupils; ones which will rouse them to vigorous action in 
seeking answers to unanswered questions. This may be contrasted with activ- 
ities of the type that involve the pupils in routine tasks, “assignments,” reci- 
tations, securing facts without understanding the purpose for securing them, 
or other similar exercises which have characterized school learning for many 
years. This, then, is a teaching procedure or approach and means that 
problem-solving cannot be entirely built into the social studies curriculum 
but will have to be put into practice at the classroom level by individual 
teachers. 


RECURRING THEMES 


In some cases, schools do not choose to develop their entire social 
studies curriculum around major themes, but do nonetheless feel that there 
are certain concepts and/or generalizations which need to be emphasized on 
a continuing or recurring basis. A group of themes such as building citizen- 
ship, dealing with current affairs, building and maintaining health are 

„selected, and the children have learning experiences built around such 
themes again and again throughout their elementary school life. This is 
done in order that the children may build the special skills, attitudes, and 
understandings on a continuously and progressively more mature level of 
competence."! 


11 Denver Public Schools, The Social Studies Program of the Denver Public 
Schools, Denver, Colorado: Department of Instruction. 
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DEVELOPMENTAL TASKS 


If social studies curricula are to be effective, they must be consistent 
with known principles of child growth and development and so designed 
as to enhance the child's opportunities to master developmental tasks. De- 
velopmental tasks may be defined as those basic learnings, competencies, 
tasks, and adjustments in which the individual must become proficient 
if his behavior is to fall within limits of social acceptance and/or if 
he is to carry on a way of life which does not deviate sharply from other 
individuals in society. Growth in developmental tasks is conditioned by 
physiological and psychological changes which occur within the child and 
takes place within the context of a set of cultural values and pressures. 
The following are examples of tasks which have been identified as those 
expected of all children in American society: 


EACH CHILD MUST 


achieve an appropriate dependence-interdependence pattern. 
achieve an appropriate giving-receiving pattern of affection. 
adjust to changing social groups. 

develop a conscience. 

learn (his) psycho-socio-biological sex role. 

accept and adjust to a changing body. 

manage a changing body and learn new motor patterns. 

learn to understand and control the physical world. 

develop an appropriate symbol system and conceptual abilities. 
relate (himself) to the cosmos.” 


Wn 


oD ON ANA 


It happens that the years the child is in the elementary school are 
vitally important to him in terms of the developmental tasks he has to 
master. Observing a youngster as a kindergartener and then as a child com- 
pleting sixth grade will demonstrate this vividly. At age five the child 
manipulates blocks, uses large painting materials, and is relatively un- 
skilled in tasks requiring close coordination and precision. As he matures 
and is given the opportunity and proper guidance for learning, he masters 
hundreds of complex motor skills. During this time, too, he has become 
more adept in his use of the language—writing, reading, speaking, discuss- 
ing, listening. He has learned to control his emotions, to take part in 
activities involving others both physically and intellectually, to respect the 
influence of the group on his own actions, and has developed a more 
mature understanding of the concept “cooperation.” These learnings and 
others like them were not the result of a single unit along the way but 


12 Carolyn Tryon and Jesse W. Lilienthal III, Fostering Mental Health in the 
Schools, 1950 Yearbook of the Association for Supervision and Curriculum Development, 
Washington, D.C.: National Education Association, 1950, pp. 84-87- 
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rather of a series of experiences over a period of several years which were 
designed to help him master these various tasks. We refer to such growth as 
being “developmental.” 

Helping children grow toward mastery of developmental tasks should 
be a part of every social studies unit. This involves the methodology and 
procedure in social studies teaching more than it does the content or topic 
studied. It means that children should be placed in situations where they 
have an opportunity to exercise independence, to use language, to work 
with others, to apply motor skills, to make choices, and to learn to dis- 
criminate between socially approved and disapproved action. When the 
first grade teacher has her class construct a ferryboat out of orange crates, 
for example, she has purposes such as these in mind. She does not enter- 
tain the hope that the orange crate ferry will be a working model of a 
ferryboat—she knows that the chief values of this activity will come to 
the children in the planning, working together, using of tools, evaluating, 
working quietly, respecting the judgment and contributions of others, 
anticipating problems, and using the construction as a prop for creative 
play activities. Procedures of this type are the ones which enhance the 
child’s growth in terms of relating himself to his social and physical world. 
Programs concerned with the developmental tasks of the child provide for 
experiences which will help him master the task at the time he is ready for 
it physiologically, socially, emotionally, and psychologically. This time of 
readiness has been referred to by some authors as the “teachable mo- 
ment,” 18 


Construction and Use of Social Studies 
Curriculum Guides 


IN years past schools were presented with courses of study by city, 
county, or state departments of education which spelled out with con- 
siderable exactness the precise nature of how, when, and what was to be 
taught in the classrooms. For reasons already noted, courses of study have 
pretty much been replaced by curriculum guides which are intended to be 
helpful to the classroom teacher in planning social studies experiences for 
children. Today it is standard practice for state departments of education 
to issue curriculum guides in the various areas of the school program and 
these, in turn, have been supplemented by guides prepared by the county, 
district, city, or school personnel at the local level and under the guidance 
and direction of local leadership. This arrangement helps keep each „level 
of planning in its proper relationship to the next and makes possible 
adjustments in the program due to differing educational needs of indi- 


13 Robert J. Havighurst, Developmental Tasks and Education, and ed., New York: 
Longmans, Green & Company, 1952. 
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vidual localities. In a very real sense the teacher of today is also a curric- 
ulum builder—either formally by serving on curriculum committees, or 
informally by planning classroom learning experiences for children. In 
either case the teacher is directly involved and should be familiar with 
the construction and use of curriculum guides. 

There are many types of guides in use today and even a casual examina- 
tion of a few will indicate the great variation in their quality and worth- 
whileness. The best ones are those which have the following character- 
istics: 


FLEXIBILITY The term guide is ordinarily used because it is in- 

tended to be used only as a guide to the teacher in planning class- 
room experiences with and for children. Guides are not meant to be fol- 
lowed slavishly nor as rigidly as one follows survival procedures in an 
emergency. ‘The assumption is made that the teacher is a professionally 
competent person who knows his pupils better than anyone else in the 
school situation and that he is quite capable of doing some thinking 
and planning himself, Moreover, better schools expect their teachers to be 
creative and imaginative in their teaching rather than to fall into fixed pat- 
terns. It is taken for granted that some adjustment will be made in any 
program, no matter how well it is planned and prepared, in accordance 
with the individual differences of children. Beginning teachers frequently 
feel guides are not specific enough but, as they gain in experience, grow 
to appreciate the lack of specificity in them. A sound guide is one which 
will indicate the limits within which the teacher may exercise freedom and 
choice. In any case, the basic philosophy underlying any guide is, or should 
be, suggestive rather than prescriptive. 


COMPREHENSIVENESS Social studies guides vary greatly in their 
completeness. Some are simply a page or two of mimeographed 
material; others take on the dimensions of a mail order catalogue. Even a 
page or two is better than none at all, but to be most helpful to the teacher 


the guide should be fairly comprehensive. As a minimum, the following 
ought to be included: 


1) A statement of a basic point of view. 

2) A statement and clarification of the major objectives of the program of in- 
struction. 

3) An explanation of the organization and content of the curriculum to include: 
A. suggestions relative to the way the guide is to be used. 
B. a discussion of the over-all plan. 
c. suggested topics (scope and sequence) for each grade. 
D. suggested or sample learning experiences. 

4) Recommended instructional procedures and practices, such as; 
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A. use of units. 

B. the place of textbooks. 

c. growth and development characteristics of children and methods of 
dealing with individual differences. 


p. teacher-pupil planning procedures. 
E. use of a variety of resources. 
5) Listing of instructional materials and resources, such as: 
A, basic text material. 
B. supplementary reading titles. 
c. recommended maps, globes, charts, etc. 
D. appropriate audio-visual titles. 
E. out-of-school resources available. 
6) Suggestions concerning the manner in which outcomes of learning are to be 


evaluated. 


BASED ON SOUND PRINCIPLES OF CHILD GROWTH AND DEVELOPMENT, 

HUMAN LEARNING, AND SCHOOL-SOCIETY RELATIONSHIPS ‘These 
principles are the foundation of any good instructional program and to 
ignore them, or design a program contrary to them, would weaken the 
entire curriculum structure. A curriculum guide based on these principles is 
not likely to go overboard for any one method, approach, or practice. It will 
contribute to the up-grading of educational practice because it will assist 
the teacher in applying these principles to classroom activities. Properly 
constructed, the guide will be practical and usable, consistent with modern 
educational theory. 


PRESENTS AN OVER-ALL, BALANCED PLAN FOR GROWTH IN HUMAN 

RELATIONSHIPS Social studies includes a vast number of possibil- 
ities for growth in human relationships. Those responsible for the prepara- 
tion of a guide should take cognizance of the multiplicity of outcomes 
possible in social studies activities. The program presented should not con- 
cern itself solely with the placement of topics in an orderly sequence; neither 
should it deal only with the social development of children. Those who 
prepare guides must recognize that children are in school for many years and 
should envision the child’s growth in human relationships through the 
entire span of those years. A well-prepared guide will show evidence of 
good balance in emphasis upon outcomes concerned with information and 
knowledge as well as skill and attitudinal development extending through- 
out the child’s life in school. 


TENTATIVE RATHER THAN FINAL The development of a guide is a 
continuous process because life in the modern world is a rapidly 
changing one. Guides should be inexpensively printed in order that they 
may be changed frequently without excessive cost. It would, of course, 


54 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


not be reasonable nor sensible to have the curriculum in constant turmoil— 
there will be many constants which will hold year in and year out. In fact, 
most of the content of a well-prepared guide will wear well and can be used 
for several years. There will, however, be need for some changes, deletions, 
or additions as the program is in operation and is evaluated. Unless schools 
are willing to make continuous study of their guides with the appropriate 
changes following such study, they will most certainly be faced with making 
a complete revision, involving much time, effort, and expense, at about ten 
year intervals. Meanwhile they have labored and lived with a guide which 
is apt to become inadequate through lack of revision. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


1) What are some of the advantages and disadvantages of legislative require- 
ments relating to teaching social studies in public schools? 


2) Explain how a predetermined scope and sequence can work to the disad- 
vantage of the classroom teacher. 


3) Select a unit title and show how it might be planned in terms of a logical 
approach, a psychological approach, and a sociological approach. Then 
show how the unit could utilize elements from all three approaches. 


4) Make a careful study of a social studies curriculum guide and evaluate it 
in terms of the discussion presented in this chapter. Report your findings to 
the class. 


5) Interview an experienced teacher and discuss with him the methods he 
uses to plan his social studies program. What sources does he use? What 
persons assist him in planning his program, or is he left entirely on his own? 


6) Identify some of the special needs of children in a neighborhood school 
with which you are familiar. Is the school in the area you selected taking 
into account the special needs of the children in designing a social studies 
program? 

7) Why is it imperative to allow the classroom teacher a considerable amount 


of freedom in planning specific experiences in social studies with and for 
children? 


8) Evaluate the following statement made by a teacher: “We have the best 
teaching guides in our system, They are so complete and tell you just what 
to do—tight down to the very last detail.” 


9) Suggest ways that the widening horizons principle might be modified in 
terms of the backgrounds of today’s children. 


10) Why might a sequence which is well organized’ in terms of the logic of 
the subject matter fail to be sequential for the learner? 


11) What advantages and limitations can you cite for a national curriculum 
in the social studies? 
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CHAPTER 3 
The Development of 
Social Studies Units 


The elementary teacher cannot successfully teach the social studies 
unless he is able to plan his teaching skillfully. A well-planned lesson will 
not, in and of itself, ensure a successfully taught one, but careful planning 
will do much to give the teacher an additional margin of confidence as he 
approaches his class. Since good planning is basic to good teaching, the 
beginning teacher owes it to himself to become thoroughly familiar with 
planning procedures. 

Many experienced teachers find it helpful to utilize three types of 
teaching plans for the social studies. The first of these is a long-range plan, 
covering a period of six to ten weeks or more, during which time the class 
studies some broad topic such as “Our Good Neighbor to the North— 
Canada.” A parcel of work such as this is referred to as a “unit” or a “unit 
of work.” The unit represents a way of organizing materials and activities 
for instructional purposes. The basic purpose of unit planning is to relate 
learnings to one another and to avoid a program which is highly fragmented 
by discrete daily lessons. Certain teaching procedures have become associ- 
ated with units, but simply because a teacher organizes his instruction on 
a unit basis does not, thereby, guarantee good teaching. 

Because the unit covers a sizable amount of subject matter as well as 
time, it is often helpful to make additional plans which include shorter 
blocks of work within the unit. For example, the teacher may want to 
sketch out the work of the class for a week in advance. Such plans are not 
necessarily prepared in great detail; perhaps all that is included is the pur- 
pose of each day’s work and some probable activities. Such planning helps 
the teacher to look ahead and anticipate the direction which the unit is to 
take. 

Finally, the teacher needs to plan in detail the work of each day. Daily 
plans are not to be regarded as separate and distinct “lessons,” although the 
term “lesson plan” is commonly used to designate daily planning. Daily 
lesson plans should, of course, be made within the context of the over-all 
unit plan and should be continuous from one day to the next. That is, the 
work of each day is an extension and continuation of the previous day’s 
work, 

This chapter concerns itself with all three of the types of planning just 
described. The focus is on the unit because the practice of organizing social 
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studies teaching on a unit basis has won general acceptance in the elemen- 
tary school. However, the beginning teacher will not only need to know how 
to plan a unit but must be able to plan shorter blocks of work and do daily 
planning as well. Careful attention to each of these will get the beginning 
teacher off to a good start in his teaching. Before discussing the structure 
of the unit plan, however, let us examine more closely some of the learn- 
ings with which social studies units are concerned and how these are taught. 


Developing Understandings, Attitudes, and Skills 


A CONSIDERABLE amount of confusion in teaching social studies could 
be avoided if teachers would more clearly differentiate the teaching of un- 
derstandings, attitudes, and skills. Each of these learnings involves different 
mental processes and is learned differently by the pupils. Therefore, each is 
taught in a somewhat different way from the other two and is also evalu- 
ated differently. This is not to say that these learnings should not be taught 
concurrently; a good lesson in social studies might very well include all three 
of them. Serious instructional inconsistencies arise, however, when an at- 
tempt is made to teach understandings or attitudes as if they were skills, 
or to teach skills as if they were understandings or attitudes. 


TEACHING UNDERSTANDINGS Understandings have to deal with 

knowledge and knowing, in other words with cognitive processes. 
Understandings involve the acquisition of knowledge of facts, special vo- 
cabulary, concepts, and generalizations. It is apparent that understandings 
vary in their degree of complexity. Knowledge of facts per se requires no 
more than simple recall and can be acquired by memorization. However, 
such factual knowledge alone would be of little use to the learner. In order 
to be useful, a knowledge of facts must be related to some larger, more 
significant framework. If this is to occur, the learner cannot depend en- 
tirely upon simple recall but must employ higher thinking processes. Con- 
sequently, the learner must be confronted with situations which will en- 
able him to obtain wide and varied experience with the ideas concerning 
the topic under study. 

The condemnation of the teaching of facts which occasionally appears 
in the educational literature may be misleading to the beginning teacher. 
Facts might be regarded as building blocks which help form some larger 
idea structure and, as such, are a vital part of the development of under- 
standings, What educators object to is the accumulation of facts which are 
largely nonfunctional in promoting the growth of understandings. For 
example, it is a fact of geography that the Andes Mountains extend the full 
north-south length of South America. A middlegrade teacher might have 
his pupils learn this as a fact because “it is something everyone ought to 
know.” Possibly so, but this fact would have greater relevance if pupils 
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learned it in terms of the effect these mountains have on the transportation 
systems of South America, on its climate, on its early history and settlement, 
on the shape of some of the South American countries, and so on. We need 
to recognize that facts are essential to clear thinking about a problem, but 
when they are taught, we should make sure that they do, in fact, contribute 
in this way. It is discouraging to visit elementary classrooms and observe 
children using maps, for example, and pointing to “this city here,” and 

“that mountain there.” Perhaps, in such situations, the teacher has given 
inadequate attention to a knowledge of facts. 

Growth in understandings occurs as the individual is able to systematize 
his thousands of perceptions of the world. From this mass of contact with 
the world, he sorts, differentiates, relates, generalizes, organizes his informa- 
tion, and uses it to gain new insights. Those new learnings which fit into a 
pattern of something he already knows are likely to be remembered. Learn- 
ings which are isolated, unrelated, or considered to be unimportant are for- 
gotten. Thus, in a unit on the food market, the primary-grade child learns 
to differentiate between a butcher shop, a corner grocery, a delicatessen, 
and a supermarket, but in the process learns that all serve a purpose and 
may conclude “a community needs many kinds of food stores.” When this 
occurs, we know his concept of stores is growing and that he is learning to 
generalize through his observation of the common elements among these 
stores. 

Thus, in order to solve new problems or to do creative thinking in the 
social studies, the learner must be able to assemble individual pieces of 
information and relate them to one another in order to comprehend the 
connection between what he already knows and the problem confronting 
him. In this way, he is able to formulate hypotheses which can be tested. 
Hence, showing the pupils how knowledge already at hand applies to new 
and novel situations is an important part of the development of under- 
standings. Because the amount of specific knowledge in the social studies 
is so large and overwhelming, instructional effort should be directed toward 
those understandings which can be generalized. 

If we are to teach for generalized knowledge which can be useful in 
new situations, pupils must be given as many broad and varied experiences 
with ideas as is possible. They need to view the ideas in a variety of contexts. 
Citing single examples should be avoided whenever possible, because this 
presents too narrow an experience for the pupil. When pictures or illustra- 
tions are used, several should be presented. Tests of understandings should 
not be cast in the exact same context as was presented in the instruction 
but should be placed in new settings. The teacher needs to ask frequently 
such questions as these: “Where else do we see this happening?” “How is 
this like or different from the problem we discussed at newstime?” “Can you 
give another example of that?” It cannot be assumed that pupils will apply 
knowledge from one situation to another if left unaided by the teacher. A 
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skillful teacher will pave the way for transfer to take place and, in so doing, 
will be teaching understandings which have wide application. In teaching 
understandings, the need is not to repeat, drill, and practice. It is, rather, 
to enable the pupil to encounter the idea in many settings, each slightly 
different from the next. 


TEACHING ATTITUDES An attitude may be defined as a predisposi- 

tion to react in a certain way to objects, persons, or ideas. It may be 
conscious and willful, or subconscious; it may be rational or irrational. 
Attitudes are related to knowledge, although by no means entirely so. 
One may be fully aware that an attitude is contrary to the facts of the case, 
yet persist in it. Attitudes have to deal mainly with feelings and emotions, 
in short, with affective processes. There is some question whether or not 
attitudes can be taught directly at all; certainly the development of pupil 
attitudes is one of the most constant concerns of elementary teachers. 

Traditionally, attitudes have been taught by precept. It is not our pur- 
pose to assess just how effective this method is outside of school, but in 
classroom situations it is almost wholly ineffective. No doubt thousands 
of teachers throughout the nation each day have classroom interpersonal 
problems stemming from pupil attitudes which reflect a lack of considera- 
tion for others. Perhaps a teacher with such a problem discusses the matter 
with his pupils and is surprised to learn that the children know all about 
“how we should be kind and good to everyone.” It may be that the teacher 
prides himself on how well he was able to get the point across to the pupils. 
He is again surprised, however, when at the next recess, he discovers the 
pupils are as inconsiderate of one another as they ever were. 

Research on attitude development indicates that children are likely to 
reflect the attitudes of high status adults with whom they associate, and 
that attitudes are related to the general emotional make-up of the indi- 
vidual. Attitudes are an important by-product of the instructional process 
and should not be taught in the direct fashion that understandings and skills 
are taught. A casual, informal remark by a highly regarded teacher is likely 
to be more effective than a class lesson on a particular attitude. It happens 
that the social studies area is highly sensitive with respect to attitudes; 
thus, the teacher needs to exercise care in what is said and how it is 
said. An unguarded comment by the teacher, no matter how uninten- 
tional, might have an adverse and long-lasting effect on the attitudes of 
pupils. 

Since attitudes are related to emotions, the emotional climate of the 
classroom must be such as to foster their growth. Classrooms which frus- 
trate children by not meeting their social and emotional needs will offer 
little to the development of wholesome attitudes. In this connection, the 
reader is referred to pages 361-363 of this text for further discussion of 
this point. 
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TEACHING SKILLS The systematic and sequential development of 

skills is of utmost importance to children because skills are the tools 
with which they continue their learning. Consequently, inadequately devel- 
oped skills tend to retard learning and growth in many areas of the elemen- 
tary school curriculum. The social studies present no exception in this 
respect. Inadequate achievement in the social studies can, in most cases, be 
traced to poorly developed reading skills, inability to handle the vocabulary 
of the social studies, failure to be able to read maps and globes, poor work- 
study skills, inability to use reference materials, or retarded language skills. 
Therefore, a well-balanced program in the social studies must provide for 
systematic and planned instruction in order to ensure the development 
of these skills. 

Skill implies proficiency; the capability of doing something well. To 
have a skill is ordinarily taken to mean that a person is able to respond 
more or less habitually in an efficient manner. Skills are commonly classi- 
fied as motor, intellectual, and social. The particular skills with which the 
social studies are concerned are identified in Chapter 1. 

All skills have two characteristics in common. One is that they are 
developmental; the other is that they require practice if they are to be 
learned. To speak of skills as being “developmental” means that they are 
learned through a gradual growth process over a period of years. They are 
never really learned to completion, although there usually comes a time 
when the learner feels he has mastered them sufficiently well for most 
purposes. However, one could continue refining his skills throughout his 
lifetime. Thus, teachers should not assume that skills are taught and 
learned only once in some particular grade. As the developmental nature 
of skills becomes better understood, all teachers will assume some responsi- 
bility for the teaching and maintenance of social studies skills. 

No amount of explanation or meaningful teaching will make pupils 
proficient in skills. They must practice and use them in order to build 
facility. This does not mean repetition or drill in the traditional sense 
where a response was repeated over and over in the same way. Instead, it 
is hoped that pupils will practice skills with the intention of improving 
their mastery of them. Neither does this mean that skills would be prac- 
ticed wholly out of their functional setting, although there might be occa- 
sions when this is necessary. In the ordinary work of the unit, there will 
be numerous opportunities to practice skills in the daily work-study activi- 
ties of the class. In this way, the child improves his skills as he develops 
understandings. Skills are learned more effectively when they are closely 
related to actual situations in which they will be used. Ñ 

Procedures in skills-teaching are fairly clear-cut. The pupil should first 
understand what is involved in the skill, how it is used, and understand 
its meaning. Providing a good model of its use is helpful at this point. 
Second, the pupil needs to work through a simple use of the skill under 
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careful teacher guidance. This is essential in order to verify that the pupil 
understands what is involved and is making a correct response. Third, the 
pupil needs additional practice in increasingly complex variations of the 
skill, applied in functional settings. He needs to use it in solving problems, 
thus demonstrating its value as a learning tool. Finally, he needs continued 
practice in its use over an extended period of time to maintain and im- 
prove his facility with it. 

Teachers who hope to help children develop skills do not depend en- 
tirely upon skills-teaching to “grow out of something” or be “incidental 
to something.” Rather, the skills are carefully identified, systematically 
taught, thoroughly practiced, and widely used and applied. 

In preparing the unit, the teacher will need to take into account the 
differences in the way understandings, attitudes, and skills are learned and 
select instructional activities accordingly. For example, a construction 
activity might be selected for young children, not because it makes a great 
contribution to their understanding, but because it provides them with 
opportunities to develop skill in thinking, planning, and working together. 
An appreciation experience in art or music relating to social studies might 
be selected because the teacher feels it has emotional overtones and will 
enhance desirable attitudes. A field trip might be used because it broadens 
the pupils’ experience and, thereby, contributes to greater depth of under- 
standing. Of course, many activities selected will serve a multi-purpose; 
they will contribute to the development of understandings and attitudes, 
as well as skills. 


Resource Units 


iN very general terms, units may be classified into two groups— 
resource units and teaching units. Resource units may properly be thought 
of as collections of suggested teaching materials and activities organized 
around large topics such as “Health,” “Recreation,” “Transportation,” and 
“Conservation.” They are frequently prepared by committees of teachers, 
curriculum workers, state departments of education, graduate classes, work- 
shops, institutes, or commercial agencies, Resource units are not developed 
with any particular group of children in mind; in fact, the materials may 
be used in several grades. They cover broad areas of content and always 
contain more information and suggestions than could be used with any 
one class. Since they represent general rather than specific procedures, they 
suggest a variety of ways of achieving the same goal. In a very real sense, 
resource units should serve as a source of material and suggestions for the 
teacher when he is planning his teaching unit. The teacher may draw 
from the resource unit what is appropriate in terms of a specific situation 
anda particular group of children. 
The structure of resource units takes a variety of forms, but the one pre- 
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sented here is fairly representative of the form usually followed. It is an 
adaptation of one developed by the Wisconsin Cooperative Educational 
Planning Program. 


I, 


II. 


IV. 


OUTLINE OF A RESOURCE UNIT 


. SIGNIFICANCE OF THE TOPIC. 


This is a short statement explaining why the particular topic is of im- 
portance in the education of pupils. Aspects of the topic to be emphasized 
and highlighted are noted. 

BRIEF OUTLINE OF THE TOPIC. 

Indicates the subject-matter scope of the unit. This may be a conventional 
outline, a list of questions and problems, or an outline in terms of major 
and related understandings to be developed. 

POSSIBLE OUTCOMES. 

These should be stated in terms of the understandings, attitudes, and skills 
which would be possible to achieve in the unit. The list will be long; 
teachers will choose only a few from this list for use in preparing a teaching 
unit. 

INVENTORY OF POSSIBLE ACTIVITIES. 

This section is the main body of a resource unit and is often the most 
helpful to the teacher for use in planning a teaching unit. 

A. SUGGESTED INTRODUCTORY ACTIVITIES. These are included to help the 
teacher initiate the unit in a way that will be meaningful and pur- 
poseful, allow for exploration of pupil interest, and to facilitate 
teacher-guided pupil planning. For example, the resource unit might 
suggest the use of: 


1) An arranged room environment, bulletin boards, display table, 
teal objects, books. 


2) Films, filmstrips, or other visual aids. 
3) A field trip or a resource person. 

4) Exploratory reading. 

5) Exploratory dramatic representation. 


6) Pre-test to discover backgrounds. 

B. SUGGESTED DEVELOPMENTAL ACTIVITIES. These are designed to help 
the teacher guide the work after the children get started. They 
include such types as the following: 

1) Research-type activities. (Reading, interviewing, listening to the 
radio, seeing motion pictures, and other visual aids.) 

2) Presentation-type activities. (Reports, panel and round table dis- 
cussions, showing of visual aids, making graphs and charts. ) 

3) Creative expression activities. (Handwork, drawing pictures, writ- 
ing stories, plays, and poems, singing and playing music.) 
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4) Drill activities. (Used when students in the group encounter 
obstacles to further progress. For example, a class might need 
special work on use of references, map-reading, or other skills.) 

5) Appreciation activities. (Listening to music, reading for fun, 
looking at pictures. ) 

6) Observation and listening activities. (Sharpening the senses of 
the pupils as an aid to learning.) 

7) Group cooperation activities. (Training in democratic group 
procedures, division of labor among groups leading to coopera- 
tion in carrying out plans.) 

8) Experimentation. (Learning to try out new ways of doing things, 
laboratory work, with emphasis on equipment the pupils can 
make as well as on more elaborate types of equipment.) 

9) Organizing and evaluating activities. (Discriminating among and 
selecting, ordering, and appraising the work done by themselves.) 

C. CULMINATING OR CONTINUING ACTIVITIES, This section should offer 
suggestions to the teacher as to how the unit should be brought to 

a successful conclusion. This would include summary, review, trans- 

fer of learnings, sharing with others, and suggestions for continuing 

study. Several suggestions should be presented in order that the 
teacher have a wide choice of appropriate culminating activities. 
V. EVALUATION SUGGESTIONS. 
These include sample tests, pupil self-analysis inventories, rating scales, 
observation techniques to be used throughout a unit of work. Stress should 
be placed on trying to find evaluation techniques which bring out not only 
what the students learn about a topic but what they do about it. 
VI. LISTING OF MATERIALS FOR REFERENCE PURPOSES. 
This part of the resource unit should include lists of readings (books, maga- 
zines, newspapers, etc.), audio-visual aids, community resources, art and 
music materials, and the like, whenever they are appropriate to the topic 
under consideration in the resource unit. 


Well prepared resource units help conserve teacher time, energy, and 
effort. Thus, instead of the teacher having to spend valuable time perusing 
the entire library for books dealing with some aspect of community life, 
for example, he could find appropriate graded titles in a resource unit 
dealing with the topic under study. Similar examples could be cited for 
the use of audio-visual materials, community resources, maps, globes, 
stories, poems, records, and other instructional materials. The resource unit 
also serves as a storehouse of suggested instructional practices and activities, 
making it less necessary for the teacher himself to attempt to think of the 
many opportunities for good teaching which are possible in most units. 
This in no sense need curtail the teacher's originality or imagination since 
ideas usually need to be modified to fit specific, situations. Failure to con- 
sult the resource unit simply means that a teacher is likely to overlook 
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RESOURCE UNIT 


An organized collection 
of teaching ideas, helps, 
and suggestions built 
around a large topic 


of significance. 


TEACHING UNIT 


Definite plans for 
a specific group of 
children under a 
given set of 
circumstances. 


Figure 5. The resource unit is a reserve from which the teacher may draw ideas, 
Suggestions, and aids when he plans the teaching unit. 


some good possibilities for teaching as he plans his unit at the end of a 
busy day in the classroom. In this respect, well-constructed resource units 
contribute directly to the improvement of instruction in a school. 
Obtaining a large supply of resource units on many topics is no small 
task. Some systems require each teacher to develop one resource unit each 
year. Others have committees of teachers responsible for the preparation of 
resource units on a variety of topics. Units prepared in this manner are then 
reproduced in multiple and made available to all schools in the system. Re- 
source units can be obtained from commercial agencies, usually for a nom- 
inal fee. Some large school districts, as well as colleges and universities 
through their campus laboratory schools, prepare and are willing to distrib- 
ute resource units for a small charge. The school which fully recognizes the 
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value of resource units, both as timesavers for teachers and a means of 
improving instruction, will utilize many methods to build its supply of 
them. 

School districts may have curriculum materials which are much like 
resource units but call them by another name. “Resource Kits,” “Resource 
Collections,” and “Teaching Guides” are designations often used. What- 
ever they are called, the basic idea is the same in any case. The intention 
is to pull together into a single source a great many ideas which will be 
of help to the classroom teacher in his organizing, planning, and teaching. 


Teaching Units 


TEACHING units differ from resource units in several respects. Ordi- 
narily, the teacher preparing the unit has a specific group of children in 
mind and has at his disposal a wealth of information about their abilities, 
interests, levels of reading, special weaknesses and strengths. The teaching 
unit is planned in terms of those known characteristics of the particular 
class which will be involved in the unit. The topic under study in teaching 
units is not as broad as it is in resource units. While resource units are 
general in nature, teaching units are specific. 

The term “unit” is one of the terms in education which has taken on 
a variety of meanings. It is unlikely that there is a single definition of the 
unit which would be acceptable to everyone, although most authors who 
use the term in the educational literature define it. No doubt Tiegs and 
Adams are correct when they say, “. . . teachers’ conceptions of the unit 
of work rest to a large extent on their experience and training. Thousands 
of teachers and administrators who have read about, used, and observed 
the unit of work in action, are not in agreement as to its essential nature; 
instead, they hold widely different opinions concerning its nature, func- 
tions, and usefulness.” ? 

For the purposes of this text, a unit will refer to a way of organizing 
materials and activities around some broad topic and will (1) include 
significant subject-matter content, (2) involve pupils in learning activities 
through active participation both intellectually and physically, (3) modify 
the pupils’ behavior to the extent that they are able to cope with new 
problems and situations more competently, and (4) achieve goals thought 
to be important in the social studies program. 

If the teacher wishes, he may distinguish “subject-matter units” from 
“experience units” by the degree of emphasis which is placed on subject 
matter in the first case and the child’s interests, needs, and problems in the 


1 Wilhelmina Hill, “Elementary Social Studies,” Selected Resource Units, Wash- 
ington, D.C.: National Council for the Social Studies, 1961. ‘ 
2 Ernest W. Tiegs and Fay Adams, Teaching the Social Studies, Boston: Ginn & 


Company, 1959, P. 74- 
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latter. Good social studies units will strike a balance between these two 
emphases. All units contain subject matter of some nature, and it is in- 
cumbent on the teacher to make certain that what is selected is worthy 
of concentrated study. On the other hand, good teaching always takes 
into account the interests, needs, and educational status of the learner, 
The subject-matter versus experience unit controversy, therefore, is a 
matter of emphasis, and for our purposes further distinction need not be 
drawn. 


FOUNDATIONS OF UNIT PLANNING 


The central idea of the unit plan is to design a series of learning 
experiences which help the child better understand the interrelatedness of 
various facets of his social and physical environment, as well as to give 
him experience in processes of thought involved in meeting new learning 
situations. This immediately suggests that the unit should deal with a 
sizable topic and one which is really of some significance to his life in 
today’s world. It suggests, too, that plans extend over longer periods of 
time than a day or two. Prior to the time when units were used in schools, 
social studies instruction was often given on a day-to-day lesson basis. 

The question of the length of the unit and the time which should be 
devoted to social studies units is frequently asked. Neither of these ques- 
tions can be answered precisely because much depends upon the age 
of the children, the nature of the topic, the type of curriculum in the 
school, the degree to which children maintain a high level of interest, 
the amount of reference material, and other factors. Certainly in the 
primary grades, units will be of shorter duration than those in the middle 
and upper grades. While primary-grade children may engage in social 
studies units which last a few days to a week or two, upper-grade children 
may study a single unit for several weeks and continue to find themselves 
in challenging, interesting material. It is safe to say that when interest lags 
and/or the planned activities are near completion, the teacher should plan 
to terminate the unit shortly. Ideally, a unit will end prior to the time the 
children begin to tire of it. The teacher will have to exercise his best judg- 
ment in this matter. 

Much the same can be said with reference to the amount of time which 
should be spent on social studies work each day. Many systems require 
minimum amounts of time which must be devoted to the social studies in 
each of the grades. Certainly in middle and upper grades the teacher will 
need to think in terms of an hour to an hour and a half, at least, for the 
social studies unit, In primary grades this would, of course, be somewhat 
less. The best arrangement is to schedule a definite amount of time for the 
social studies but allow for some flexibility in order that the period need not 
be cut short or overextended simply to meet the requirements of a rigid 
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schedule. If the class has spent most of the period discussing and developing 
an idea, an additional five minutes may be all that is needed to get an im- 
portant point across. In other words, five minutes at a critical time such as 
this might be more valuable to the teacher and to the pupils than a half- 
hour at another time. 

The time of day that social studies is scheduled has little to do with the 
effectiveness of the program, However, teachers often like to have social 
studies during the first period in the morning because children may bring 
objects, books, or news stories which relate to the social studies, and they 
want to share these with the class immediately. As a matter of principle, it 
is better to schedule the social studies period in one large block of time than 
two or three shorter ones. Reasons for this are obvious. In unit work, it 
takes time to organize, to get out the materials such as books, paints, or 
construction materials before getting into the work itself. Furthermore, 
these materials must be put away at the close of the period. If time is short, 
so much of it is used in getting started and cleaning up that little time is 
devoted to the actual work at hand. 

The unit gains its strength from the variety of outcomes which are 
possible when it is well planned and skillfully executed. Although it is 
recognized that the unit is not solely responsible for the development of 
skills, it does provide a functional setting for the application of basic 
skills. The unit offers many possibilities for the development of critical 
thinking, problem-solving, planning, consideration for others, responsible 
habits of work, reading, listening, reporting, and experimenting. The ex- 
tension of knowledge and the development of skills, abilities, and attitudes 
are all possible outcomes of good units. 

The unit also has the advantage of providing a natural situation in 
which to teach the skills of democratic group action. Development and 
growth of socialization skills is recognized as basic to unit work. Unless 
there is opportunity to teach and apply these skills, the units become 
little more than chapters in books or logically organized segments of 
subject matter. Teachers who do not allow group work ostensibly because 
“the children do not know how to work in groups” fail to recognize that 
the only way in which children will learn to work in groups is in group 
situations. This is very much like the beginning kindergarten teacher who 
instructed her five-year-olds that they could not use the scissors until they 
knew how to use them. 

A third major advantage of the unit is its flexibility in adapting instruc- 
tion to individual differences of children. Unit planning rejects the notion 
of fixed, uniform standards of achievement which all must attain and 
substitutes the concept of continuous progress and growth for individual 
children. Children have a hand in certain aspects of the planning, which 
in itself focuses attention on the individual child, his chief concerns, prob- 
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lems, and interests. In units which are well planned and well taught, 
standards of achievement are kept at a high level, but they are also dif- 
ferent for each child. The structure of the unit facilitates this kind of 
approach to meeting the educational needs of individual children. 


PLANNING AND EXECUTING THE UNIT 


A teaching unit is unique to a specific teaching situation and cannot 
be used over again with succeeding groups in just the same way it was 
originally planned and used. Part of the reason for this is that it is im- 
possible to plan units entirely in advance of teaching them. Units develop 
and grow under teacher guidance and direction as the class gets into 
them, and for that reason it is impossible to predict the exact nature of 
the turn they will take. In a good unit there is continuous planning, 
evaluating, and replanning throughout its development. Therefore, one 
cannot write a unit unless he has actually taught it. This, in no sense, 
means that there is no need for considerable planning prior to the time 
the unit is undertaken. 


SELECTION OF THE UNIT In preparing to teach a unit, the first 
step must be the selection of the title or topic which will serve as the 
central theme of the study. Schools vary in the degree of freedom they allow 
teachers in selecting topics for social studies units. In some cases, there is 
a required list of units to be studied each year, which may or may not have 
to be taught in a prescribed order. In other situations, there may be a list of 
suggested units from which the teacher may select those which he and the 
children would wish to study. It may be possible, too, that the curriculum 
Suggests centers of interest for each grade, and the teacher may select units 
which would be appropriate to such a center of interest or theme. Or, there 
may be no suggested or required units at all—the teacher and children 
being completely free to select any unit for study suitable to the interests, 
needs, and status of the class. The precise manner in which the unit will 
be selected must be done within the framework of the existing social studies 
curriculum. At this point the teacher will want to make good use of the 
curriculum guide as discussed in the previous chapter. 
Where the teacher can exercise some choice in the selection of units 
to be studied, he needs to think carefully about whether or not a unit is 
suitable for study for a given group of children, Several sets of criteria for 


selection of units may be found in educational literature. Most include such 
considerations as these: 


1) Is the unit suitable to the maturity of the pupils? 
2) Is the experience background of the children adequate for such a study? 


3) Is the unit of sufficient eomprehensiveness to provide for a variety of out- 
comes? 
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4) Is the material of sufficient significance to warrant study? 

5) Is there a sufficient amount of books and other learning material available to 
make possible such a study? 

6) Is the material of appropriate difficulty in terms of the child’s understand- 
ings, interests, and capabilities? 

7) Is the unit suitable in terms of the continuity of learning taking place in the 
classroom, season of the year, and total school program? 


At this point the teacher will also want to review the considerations for 
selecting subject-matter content discussed in the previous chapter: 


1) Is the material useful? Can the child apply it to his daily living? Will it re- 
main useful to him for a long period of time, or will it be quickly forgotten 
after the unit is completed? 

Is the material socially significant? Does it extend or give depth to the child’s 

understanding of concepts and generalizations? 

3) Does the material increase the child’s background of knowledge in the area 
of social studies? Will this knowledge help him deal with social problems 
more intelligently? 

4) Is a knowledge of the material made necessary by the needs and demands of 
society? Is this something every school child is expected to learn? 


N 


Careful attention to the selection of the topic will help eliminate diffi- 
culties when the unit is underway. It would be impossible, for example, 
to study a topic for which there was no reading or other learning material 
available. Teachers must be able to anticipate problems of this type which 
may occur in the development of the unit. The use of a set of standards 
such as those suggested above in the selection of a topic will help to avoid 
pitfalls later. 


ORGANIZING SUBJECT-MATTER CONTENT After the teacher has satis- 

fied himself that the topic selected is suitable for unit study, it is 
helpful to analyze and organize the subject matter to be included. The 
teacher should begin by identifying a few major understandings to be de- 
veloped. These are the large, key ideas on which unit study will be focused. 
These should be stated as generalizations. The following are examples which 
might be selected: 


A primary unit on The Farm 
MAJOR UNDERSTANDINGS: 
1) Farms are the source of much of the food we need. 
2) Farmers utilize power and machines to do much of the work which 
was done by hand in early times. 
3) The kinds of crops a farmer grows depends upon weather conditions. 
4) Farm animals require special care and constant attention. 
5) Farmers need good transportation to get their products to market. 
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A middle-grade unit on The Westward Movement 

MAJOR UNDERSTANDINGS: 

1) People moved west for a variety of reasons; among these were the 
desire for adventure and greater opportunity. 

2) Pioneer life was hard and dangerous. 

3) The routes followed and the locations of cities and permanent settle- 
ments were conditioned to a great extent by geography. 

4) Early pioneers and settlers used the resources immediately available 
to them in meeting their basic needs. 

5) Ways of living changed in the West due to the impact of the Indus- 
trial Revolution and the arrival of great numbers of people. 


Now that the major understandings are identified, the teacher has cir- 
cumscribed in a general way the subject-matter scope of the unit. He now 
knows what the direction and content emphasis of the unit is to be. This 
procedure will prevent his planning from wandering in several directions 
without focusing upon well-thought-through generalizations. 

A necessary next step in planning is to identify sub-ideas related to each 
of the major understandings. These may be listed in an instructional se- 
quence, although this is not necessary. In any case, these related understand- 
ings will constitute the backbone of the understandings to be developed in 
specific daily work. Using the first major understanding listed above, re- 
lated understandings might be specified as follows: 


THE FARM 


MAJOR UNDERSTANDING: 
1) Farms are the source of much of the food we need. 


Related understandings: 

a. All living things require food. 

b. We need a great variety of food in our diet in order to maintain good 
health—milk, eggs, meat, butter, bread, etc. 

c. Most persons in the United States do not grow their own food today 
but buy it in stores. 

d. Stores do not produce food but are one of a series of distributors who 
help bring food from the farm to our tables. 

e. There are many different types of farms—fruit farms, dairy farms, 
wheat farms, etc. 

f. Without farms to produce food, city life as we know it today could 
not continue. 


THE WESTWARD MOVEMENT 
MAJOR UNDERSTANDING: 


1) People moved west’for a variety of reasons; among these were the 
desire for adventure and greater opportunity. 
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Related understandings: 

a. Hard times in the East encouraged people to look to the West. 

b. The growth of the United States was in a westward direction. 

c. The West presented many opportunities to make a living. 

d. Land in the West was cheap and much of it was fertile. 

e. The desire for gold and to get rich quickly contributed to the move- 

ment of people to the West. 

f. The West was first opened by explorers, trappers, and fur traders. 

. Pioneers who left their homes in the East and went West did so at 
great personal sacrifice. 

h. Some people moved west for religious reasons. 


The teacher may want to further analyze each of the related understand- 
ings into concepts, special terms, facts, and other ideas to be included. This 
eventually becomes necessary when the teacher prepares his daily plans. 
Naturally, the teacher does not make an analysis of the type described by 
pulling ideas out of thin air. He would consult his curriculum guide, his 
teaching materials, the texts he will use, a resource unit if there is one, 
commercially prepared unit outlines, and any other relevant resource he can 
procure. 


PLANNING TEACHING 
In planing Major understanding In tedthing 
this Mher (a generalization) this dider 
is follpwed Related understandings is follSwed 


(logicafsequence) (psycholBigical sequence) 


Concepts 
Special terms and words 
Specific facts 


Problem identification 
vital to the pupils 


Figure 6. Planning and teaching understandings in the social studies. 


ESTABLISHING OBJECTIVES A most important aspect of unit plan- 
ning is to determine the instructional purposes or objectives to be 
achieved. The teacher and class may not always achieve such objectives as 
completely as planned, but stating them in advance will ensure that the 
instruction moves with purpose in the desired direction. The pupils them- 
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selves may not be informed of unit objectives because their function is to 
guide the teacher in his planning. However, when the unit actually begins, 
it is quite necessary to have the pupils establish goals, too. This is done 
through teacher-guided planning and helps orient the pupils to the work 
which lies ahead for them. 

Not all teachers write their objectives, but all good teachers have goals 
in mind. Insufficient goal clarity, either on the part of the teacher or the 
child, is apt to lead to the performance of activities which have neither pur- 
pose nor meaning. It makes little sense for teachers and pupils to try to 
solve a problem when no one quite seems to know what the problem is. 
Establishing goals for oneself and helping children identify theirs is a 
primary and continuing responsibility of the teacher. 

There are two mistakes which are often made in stating unit goals. The 
first of these is the listing of too many specific objectives. In some cases, as 
many as thirty to forty objectives have been listed for a single unit; this is 
unrealistic and impossible to accomplish. Secondly, the objectives are some- 
times stated in such a general and vague way that they lack directive quality. 
Objectives can be stated in such general terms that they might be applied 
equally well to an arithmetic lesson, to a reading activity, or to almost any 
school experience. For most purposes, five or six well-stated objectives, 
bearing directly on the topic at hand, will be adequate for the social studies 
teaching units. 

If the teacher has organized and analyzed the subject-matter content as 
described earlier, he will have already identified the objectives which fall in 
the category of understandings. If one of the major understandings is 
“Farms are the source of much of the food we need,” this is stated as a 
unit objective in this way: “To help children learn (or realize, know, find 
out, understand) that farms are a source of much of the food we need.” 
This same objective, translated into the childrens’ purpose and placed in 
problem form, might read, “To find out where most of the food we need 
comes from.” 

OF course, unit objectives should not deal with understandings alone. 
There are important attitudes and skills which need attention, too, and the 
teacher will want to single out a few for special attention in each unit. 
This does not mean that attitudes and skills other than these will be ig- 
nored. Quite to the contrary; there may be, and probably will be, a great 
many attitudes and skills which become an important part of every unit. 
However, the ones identified will receive primary attention in the instruc- 
tional plan. : 

The three types of objectives—understandings, attitudes, and skills— 
may not be emphasized to an equal degree in every unit taught. In one 
unit the chief concern of the teacher may be the development of new 
knowledges and understandings. In another, he may be less concerned with 
the development of understandings and may place the emphasis upon de- 
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veloping skill in the use of references. On another occasion, he may desire 
to give the children as much experience as is possible in group and commit- 
tee work. Most frequently the teacher will have in mind several types of 
goals to be developed simultaneously as the unit progresses. For example, 
the following goals might be established by a teacher planning a unit on 
community life for a primary grade: 


UNDERSTANDINGS 
to help pupils: 
1) learn of the various ways which people help one another in a com- 
munity. 
2) better understand the function of various persons responsible for 
protecting the community. 


ATTITUDES 
to help pupils: 
3) appreciate the interdependence of people who live in a community. 
4) appreciate the need for various services and occupations in commu- 
nity life. 


SKILLS 
to help pupils: 
5) increase their skill in the use of books and other resources in solving 
problems. 
6) learn to listen attentively while others are speaking. 


The difficulty with not stating definite goals and setting them down in 
writing is that (1) the unit may proceed aimlessly without getting any- 
where, resulting in disorganized and unrelated experiences; (2) there is a 
tendency to emphasize subject-matter goals to the exclusion of others; 
and (3) it results in impromptu teaching—sometimes effective but more 
often not. 

Ordinarily, one does not hop into his automobile and start out on a six- 
to ten-week journey without first deciding what his destination is to be. 
While the situation is not quite the same in the case of unit study, it is, 
nonetheless, a poor practice to embark upon a six- to ten-week block of 
work without having fairly clear-cut ideas about what the study will accom- 
plish with respect to social studies learnings. 


INITIATION OR APPROACH Most teachers are familiar with the con- 
cept of readiness as it applies to beginning reading but are less ac- 
quainted with its application to other areas of the school curriculum. A 
case in point is the beginning of a social studies unit. Initiation, approach, 
motivation, or the beginning of a new unit is essentially a matter of building 
a readiness and interest for the work to follow. Rarely does one find chil- 
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Systematic teaching of important skills can and should be done within the social 
studies unit, Notice the kidney-shaped table in this picture and how well it lends itself 
to teacher supervision of small groups. 


dren, or adults for that matter, expressing great interest in a new topic until 
they have had an opportunity to acquaint themselves with it. The concept 
of planning experiences in terms of interests and needs of children carries 
with it the responsibility on the part of the teacher to build interest where 
none exists and to help children understand their needs. 

This phase of unit planning is more than merely getting the unit 
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started. It implies arousing the curiosity of the youngsters, exploring some 
of the possibilities of the topic, and, in general, setting the stage for learning 
to take place. Long in advance of the time the unit is actually undertaken, 
the teacher will post material about the room which will arouse interest 
in the anticipated study. He may indicate in class discussions the relation- 
ship of the new topic to previous work which the class has had. He will 
have books and other appropriate materials about the room through which 
the youngsters may browse. He may bring materials to class which will 
stimulate the thinking of the children. All of these activities, and others 
which the imaginative teacher will use, serve to create interest and will 
help cause the children to want to learn more about the topic. Through 
procedures such as these the children will have an opportunity to “warm 
up” to the new material gradually and will be ready to engage in genuine 
teacher-guided pupil planning. This is quite different from springing a new 
topic on a group of children and expecting them to identify problems and 
to make plans for learning activities about a topic which is new to them. 
Perhaps their only real problem at this point is that they do not know 
enough about the topic to ask an intelligent question or to propose a 
sensible problem relating to it. Unless a readiness has been built for the 
new material, the teacher-guided pupil planning sessions are disappointing 
to the teacher as well as to the children. Time spent at this stage of the unit 
will pay dividends later when learning activities are being planned. 

Some teachers use dramatic representation successfully in the initial 
stages of the unit. Let us assume that a primary class is beginning a unit 
on the Post Office. The teacher interests the pupils in having them show 
through creative dramatics what the workers at the post office do. The 
children become excited about this and want to start immediately, which 
the teacher allows. Under the teacher’s guidance they begin to plan and 
to play the representation, but they soon discover that they do not really 
know enough about the situation to present it accurately. They do not 
know who the workers are at the post office, let alone what each worker 
does. Now they have identified a problem they can understand and can go 
about their research and problem-solving with genuine purpose. This situa- 
tion also demonstrates the difference between pupil purposes and teacher 
purposes. While the example given applied to a primary grade, the pro- 
cedure can be used at any level in the elementary school. 

Other activities can be used in a similar fashion to motivate work, to 
develop purposes, and to give pupils reasons for doing the things they do. 
The projects, in themselves, are unimportant except as they are able to 
provide a childlike vehicle for learning. Construction activities are often 
used in this way. If individual pupils or a class is to build something, they 
have to learn what goes into it, how it functions,.and how it is or was used. 
One has to be careful, of course, to make certain the time taken in such 
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endeavors is justified by the learnings which result and that it is an in- 
structionally efficient procedure. Much time can be wasted on elaborate 
projects which involve learnings so simple that a normally intelligent child 
could understand them with a simple three-minute explanation. 

Michaelis describes the initiation of a unit, in part, as follows: 


The classroom is attractively arranged with pictures, realia, maps, charts, 
books, pamphlets and similar materials related to central problems in the 
unit. Children are given an opportunity to examine the materials and to 
converse about them, thus actively participating in the initiation. A film, 
story or recording may also be used. During discussion, questions and prob- 
lems are clarified, and plans are made for attacking them. This procedure 
combines several of the foregoing into one unified approach in which the 
classroom is arranged and used as a laboratory to stimulate social learning.* 


Properly understood, this phase of unit development consists of a group 
or series of experiences rather than a single experience. Sometimes teachers 
plan to initiate a unit through the viewing of a film. This single experience 
is referred to as the “approach.” The viewing of a film may be used in the 
introductory stages of a unit, but this experience should be supported by 
many others of the type previously described. In one sense, this unfolding 
process is continued throughout the unit in that each new learning is a 
readiness for the next. Teachers, therefore, have a continuing responsibility 
for the development and maintenance of interest and readiness. ‘Time to 
become familiar with the new topic and building experience backgrounds 
of the children are both important in the matter of interest development. 


DEVELOPMENT: PROBLEMS, EXPERIENCES OR ACTIVITIES If the 
teacher has taken sufficient time to build readiness, he will find the 
children eager to begin when the time comes for the actual work phases 
of the new unit. At this point of development a number of courses of 
action are open to the teacher. Certainly, whatever is done will have to be 
decided by the teacher and the children, the amount of child participation 
to be determined by the skill of the teacher and the maturity of the group. 
Good unit development always makes provision for pupil involvement 

in the planning of instructional activities. Having pupils participate in 
planning can do more to overcome the resentful feeling on the part of the 
pupils that they are “doing assignments for the teacher” than any other 
teaching procedure. It assists in clarifying goals of learning for the children 
and allows them to identify psychologically with the unit activities. Al- 
though it has been subjected to ridicule by uninformed persons, teacher- 
guided pupil planning remains a basically sound instructional procedure. 


3 John U. Michaelis, Social Studies for Children in a Democracy, rey. ed., Engle- 
wood Cliffs, New Jersey: Prentice-Hall, Inc., 1956, p. 141. 
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Unit activities of the type represented in this picture help motivate pupils and give 
purpose for study and research which young children can understand. 


The many values of teacher-guided pupil planning have been demonstrated 
in thousands of classrooms for the past thirty years. It is now generally 
recognized as sound teaching procedure by good teachers everywhere. 

Teachers frequently ask about the kinds of activities which can be 
planned with children. In general, it can be said that pupils can and should 
plan many of the specific learning tasks which are undertaken in the unit. 
Pupil-teacher planning most certainly does not mean that the responsibility 
for determining the social studies curriculum is placed in the hands of the 
pupils. As was noted in Chapter 2, a considerable amount of planning 
occurs at many levels prior to the time the teacher and pupils even begin 
to plan the specifics of the unit. Some helpful suggestions concerning the 
kinds of things teachers can plan with their pupils may be found in the 
Denver Social Studies Program: 


1) they find out what they already know about the unit. 

2) they list questions and organize them in terms of specific problems which 
they wish to solve. 

) they set up objectives in terms of behavior changes toward which to work. 

) they set up definite ways of evaluating their progress toward their objectives. 

) they consider experiences which will help to solve their problems. 

) they discuss materials that may be available and. where they can get them. 
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7) they discuss possibilities for culminating the unit. 
8) they decide upon their ways of working* 


A second grade teacher and her children summarized their plans for 
work on a portion of their airport unit on a chart as follows: 


Our Airport 
We are making an airport. 
It will be on the floor. 
We want to make these things for 
our airport: 


hangar terminal building 
ramp radar tower 
control tower airplanes 
runways wind sock 

Our Plans 


Paint the mural. 

Paint control tower. 
Saw airplanes. 

Work on hangar. 

Finish runway and ramp. 


A third grade teacher and her children listed the following items which 
they wanted to find out as part of their unit on the Post Office: 


WE WANT TO FIND OUT 


How long have we had the mail service? 

How many horses did the Pony Express use? 

How many stops across the country did the Pony Express make? 
Does the Postal System have a schedule? 

How often does mail leave our city? 

How many kinds of mail trucks do they have? 

How many years have we had air mail? 

How long have we used stamps on letters? 

How many ways is mail carried? 


N AnAW NH 
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The teacher can be sure the pupils will benefit from such activities as 
listing questions on which information is desired, making charts of what 
to do, finding and listing sources of informational materials, appointing 
committees, reporting progress, pooling suggestions, making plans for a 
construction activity, and other similar details. These are the procedures 
which give real meaning and purpose to the learnings presented in the unit. 


4 Denver Public Schools, The Social Studies Program of the Denver Public Schools, 
Denver, Colorado: Department of Instruction, p. 7- 
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The pupils will plan, work, evaluate, revise plans, and replan frequently— 
possibly daily, 

Teacher-guided pupil planning can perhaps best be described as an atti- 
tude on the part of the teacher. It is an attitude of wanting to share ideas 
with pupils, of sincerely wanting to involve pupils in the work of the class- 
room, of sensitivity to and respect for the feelings of others. The teacher 
who approaches his teaching with such positive attitudes toward children 
will not need to be told how to involve pupils in planning—he finds oppor- 
tunities presenting themselves continually throughout the day. He in turn 
uses these wellsprings of ideas to add freshness, vitality, and interest to his 
teaching. On the other hand, the teacher who must always be giving assign- 
ments and telling children what to do and when to do it will find it quite 
difficult to do much planning with children. Such teachers usually say 
they have tried teacher-pupil planning and find “it just doesn’t work.” 

The exact nature of procedure beyond this point in the unit depends 
upon the age of the children, their past experiences in unit work, their 
maturity with respect to group functioning, and a number of other vari- 
ables. It is impossible to describe, therefore, what procedures should be 
followed except in a general way. The practices described here will have 
to be accepted in principle and modified to fit specific situations and groups. 

A unit is usually begun with a series of exploratory activities—common 
among these are class discussion, exploring an arranged room environment, 
reading, or a combination of these. If the group has had some exposure to 
the topic previously, or if the introductory activities which the teacher has 
used have been extensive, the class may begin immediately to identify 
problems, list questions on which information is wanted, set up objectives 
toward which to work, find and list sources of information, and other 
similar activities. As frequently happens, however, the class is not yet ready 
for these activities and will want to explore the topic through reading 
and discussion to determine what course of action they will take. Obviously, 
a class cannot list questions they want to find out about if they know 
nothing about the possibilities presented by the topic. When the unit is 
functioning well, the processes of problem identification, planning, carry- 
ing out of plans, sharing, evaluating, and replanning will go on continually, 

For purposes of explanation and clarity, the unit is usually described in 
a series of stages or steps, i.e., establishing objectives, the approach, prob- 
lem-solving, etc. In practice, these various phases of the unit blend into 
each other imperceptibly. For example, as a part of the introductory activity 
the teacher may read an interesting and provocative selection to the chil- 
dren which deals with the topic of the unit about to be studied. The 
teacher is using this as one means of building readiness and creating inter- 
est. From time to time he stops, raises questions which are discussed, the 
pupils raise other questions which may or may not be answered, and sug- 


80 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


gestions are made relative to ways in which the class might learn more 
about the topic. At this point the unit has moved from the introductory 
phase to the planning phase. However, the teacher has not yet completed 
building readiness and will engage the class in many other activities for 
that purpose, even though the group has already involved itself in pre- 
liminary problem-solving activities related to the unit. Similarly, evaluation 
is ordinarily associated with the final phases of the unit, but in practice 
the teacher and pupils should begin evaluating progress from the outset of 
the unit. 

In general, the development of a unit consists of a sequence of proce- 
dures, each one emerging from the preceding one. In its simplest form, this 
pattern might be described as follows: 


Problem identification and related information-getting, problem-solving 
activities such as reading, interviewing, listening, viewing, collecting, 
using references, doing map work; 

Application through expressional activities such as discussing, illustrating, 
exhibiting, dramatizing, constructing, drawing, writing; 

Summarizing, generalizing, and transferring to new situations resulting in 
identification of new problems of a more complex nature; the cycle is 
then repeated. 


This procedure includes both intake and outgo activities on the part of the 
pupils. They not only take in knowledge in terms of problems which are 
vital to them but must act on knowledge so obtained. Moreover, the pupils 
must generalize and apply their knowledge to unknown problems and 
situations. This allows for the widest use of a variety of activities and 
provides for studies which can be developed in some depth. 

As the unit moves into the development phase, each class period or 
“lesson” should provide for three distinct instructional operations, as shown 
in the diagram on page 81. Teachers usually begin each day’s unit period 
with the entire class in one group. At this time the previous day’s progress 
is reviewed, plans for the day’s work are outlined, work goals are clarified, 
and the evaluation of the previous day's work may be reviewed. The chil- 
dren then turn to their various tasks while the teacher moves from one 
child to the next or from one group to another guiding, helping, clarifying, 
encouraging, and suggesting. The teacher will terminate the work period 
sufficiently early to assemble the entire group once again to discuss prog- 
ress, to evaluate work, and to identify tasks left undone which must be 
continued the next day. As the children complete their various work 
projects and are ready to share them with the class, time will be arranged 
for them to do so. On some days the children may spend the entire period 
sharing, presenting reports, discussing, and planning. Other days may be 
spent entirely in reading and research or on work sheets which the teacher 
has prepared because of a special need of the class. (This might occur in 
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Readiness: 


Planning, review, clarifying goals, 
making sure everyone knows what 
the lesson is all about. 


Work = study: 


reading 

research 

constructing 

meeting in small groups 
drawing 

writing 

viewing a film 

et cetera 


Summary and evaluation: 


Group discusses progress, shares 
information obtained, summarizes 
major learnings, suggests work for 
the next day. 


Figure 7. Three phases of the daily social studies period. The daily social studies 
period should include three phases as shown by this diagram. Time limits for each phase 
should be kept flexible because every lesson is unique and some may require more time 
in one phase than in another. 


a situation where the class needed assistance with map reading skills.) Some 
days part of the group may be reading while others are preparing a mural 
and still others planning a report to be given to the class. 

The need for taking time at the end of the work period to summarize 
the learnings or to review work which has been accomplished should be 
underscored and double-checked. Having a clear understanding of the 
goal or purpose of a learning activity and knowledge of the progress which 
has been made in the direction of that goal go hand in hand and are 
exceedingly important aspects of a good learning situation. Unless the 
teacher spends some time in helping crystallize what has been accomplished 
or learned, the children may work for days om.end without feeling that 
they have learned anything or that they are getting anywhere. Parents 
frequently complain that the stock answer of their children to the question, 
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“Well, what did you learn in school today?” is, “Oh, nothing.” This is not 
an unusual response from children. The reason for it is that the child’s 
learning has not taken form for him—it just seems like a succession of 
interesting experiences, but he is not learning anything! The teacher should, 
therefore, take time at the end of the social studies period to have children 
summarize what they have learned or evaluate the progress they have 
made that day. These summary statements should be written on the 
blackboard for all to see. Some teachers find it worthwhile to place these 
daily summaries on charts which serve as a log of the unit work as it 
progresses. Such logs are helpful in the culmination and final evaluation 
of the unit. 

The work-study or problem-solving phase of the unit is handled some- 
what differently in the primary grades than it is in the middle and upper 
grades. While children of all ages need many firsthand experiences to ex- 
tend their understanding of social studies concepts, the older child has 
a greater familiarity with the world of things and people and can, there- 
fore, profit from vicarious experiences to a much greater extent than the 
primary-grade child can, Furthermore, the older child can make use of 
reading as a tool for learning in the social studies while the young child 
is less able to do so. The physiological and psychological make-up of the 
primary-grade child makes necessary the utilization of learning activities 
which involve the child actively on a firsthand experience basis. ‘There are 
many ways this can be achieved; a few examples are given below: 


Sharing with one another. Miss Sally’s first graders had a table in their 
room which they used as their “dry dock” in their unit on the harbor. Chil- 
dren brought in toy models of various ships and boats which they told their 
classmates about and displayed in the dry dock for closer examination. 

Construction. Miss Beth had her class construct a food market in their 
room. Children accepted responsibilities on various committees which were 
needed—constructing shelves, the freezer, refrigerator, awning, meat counter, 
scales, etc. Children brought empty food cartons from home for use in the 
store. The construction was used for creative play activities when it was 
completed. 

Experimenting, Miss Beaver’s class was studying food when the topic of 
food tastes was discussed. Miss Beaver arranged to get small samples of vari- 
ous foods—coconut, dates, prunes, raisins, pineapple, avocado, etc.—and had 
a “food tasting party.” 

Listening. Miss Jack’s second-graders listened attentively when Officer 
Ray talked to the class on bicycle safety. Miss Jack has taught them to listen 
carefully when someone is speaking or when she reads to them. 

Discussion. Mrs. Orr spent most of one social studies period discussing 
plans for a new bulletin board display on “Winter Fun.” Her class contrib- 
uted many good ideas.and observed proper consideration for one another. 
Mrs. Orr has taught them how to solve problems through discussion and 
provides some time for discussion of problems each day. 
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Written language experience. Miss Jones likes to have her class do coop- 
erative group compositions. These may be a poem, a short story, or a very 
short play. Sometimes they write invitations to other grades, a thank-you 
note to someone who has done something for them, or a short note to a 
sick friend. Very often they write about the experiences they are having in 
their social studies unit. 

Dramatic activities. Miss Mac finds creative dramatics helpful in clarify- 
ing ideas as well as promoting social growth among her second-graders. In 
the train unit, children took turns role playing the ticket agent, the conduc- 
tor, passengers, engineer, station master, etc. 

Art experiences. Miss Cook has her first-graders draw or paint pictures 
that tell a story about the unit they are studying. The children show these to 
their classmates and tell the story of their pictures. Sometimes these are taken 
home to show mother and father, and other times they are displayed in the 
room. One time they made their own picture book and everyone’s picture 
told a part of the story. 

Field trips. Mrs. Lee found her third-graders using such terms as 
“blanch,” “pressurized,” “sealed,” “net weight,” and “jams” -after their 
visit to the canning factory. 

Processing. Mrs. Johnson helps her second grade children understand cer- 
tain processes by having the children experience them in class. During the 
years she has had her class make butter, do simple weaving, make popcorn, 
make jelly, mold and paint pottery, and bake cookies. 


It should be clear to the reader that the work periods in the unit may 
be handled in a variety of ways. Some of the activities will involve the 
entire group while others will be individual and/or small group endeavors. 
In carrying out this part of the unit, the teacher always makes certain that 
each child knows what is expected of him and what he is to do. Classrooms 
operating in this way are places where children are doing things; conse- 
quently, they will be moving about, asking questions, and communicating 
with one another, and a generally informal atmosphere will prevail. But 
the children are also hard at work and the classroom is an orderly one. 
The point at which disorderliness and rowdyism take over is the point at 
which positive results end and the many values of the unit are lost. It 
requires skillful handling by the teacher; and, therefore, one inexperienced 
with unit procedures should not expect everything to work perfectly the 
first few times unit procedures are attempted. The beginning teacher or 
the teacher inexperienced with unit planning should be well advised to 
institute unit procedures gradually, adding variation as he feels more secure 
with it. 


CULMINATING ACTIVITY In years past, culminating activities were 
much larger affairs than they are today. The class would invite par- 
ents and other classes into the room to examine the work displayed, share 
in a play or a pageant which the class had prepared, and the entire cul- 


Class begins as a whol 
readiness activities 


[ individual exploratory reading 


Class works as a group: 
planning, listing questions, 
finding references, etc. 


l small | | group | or | committee | | work | 


Committees report to the 
class; evaluation, replan 
regrouping 


larger subgroup endeavors individual research projects 
4 L 


Learnings are shared with 
the group; evaluation, 
noting weaknesses, etc. 


Direct teaching of a social 
studies skill: research 
techniques 


Individual application of skill taught 7] 


Group discussion: 
Replanning 


Pupils who need 
additional help 


Etc. 


Figure 8. Possible grouping arrangements as the social studies unit progresses. f 
There is no set pattern of grouping in the execution of social studies units. The unit 
presents the opportunity for a great variety of group situations, depending upon the 
purpose of the activity to be performed. Some learnings can best occur in the group as a 
whole, others in small groups, while some are achieved best through independent study. 


= 
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minating activity was thought of in terms of showing and sharing. While 
these procedures may be appropriate under certain circumstances, the trend 
recently has been away from elaborate exhibits and performances for the 
benefit of others. 

Culminating activities are simply those activities which are used to pull 
together the various learnings which have taken place throughout the unit. 
This involves coming to conclusions, stating generalizations which may be 
warranted, evaluating progress, and suggesting areas in which additional 
study is needed. Unless the culmination is effective, much of the work 
undertaken during the developmental stages of the unit is left partially 
undone. The culminating activity serves as a summary—a procedure used 
to cast various aspects of the unit into relationship with one another and 
place a capstone on the entire project. Whatever is displayed or shared 
with others outside the class group is of secondary importance. The value 
of the culminating activity should first and foremost accrue to the class 
engaged in the unit. 

Culminating activities should include a suggestion of the various inter- 
esting facets of the topic which were left unexplored and about which the 
children may wish to read and study independently. It is not sound practice 
to leave the child with the idea that he has learned all that there is to know 
about a given topic. The best education is the one which will encourage 
and permit the child to continue learning. Culminating activities can and 
should serve as bridges to new intellectual pursuits. 


EVALUATION As was suggested earlier, a class should engage in 

evaluative procedures frequently throughout the unit. The stopping 
and taking stock of “how well are we doing?” is one form which evaluation 
takes. It was suggested, too, that evaluation is a part of the culminating 
activity since it is here that the class determines the extent to which it has 
achieved its objectives. Evaluation, therefore, is done by the class itself 
within the limits imposed by their degree of maturity and sophistication. 
Teachers should not sell children short on their ability to appraise the prog- 
ress they have made. With help, children can learn to become good judges 
of whether or not they have “learned anything.” 

In addition to whatever evaluation of learning is made by the pupils 
under the guidance of the teacher, the teacher will independently evaluate 
the effectiveness of the unit. A sound evaluation of learning cannot be made 
without knowing what objectives were set up for the unit. It is inconsistent 
to establish objectives dealing with the development of attitudes, apprecia- 
tions, ability to work in groups, or concern for others, and then base the 
final evaluation entirely upon subject matter mastery. Evaluation is made 
in terms of the objectives which were established at the outset of the unit 
and in terms of changes in behavior of children in the direction of those 
goals. 
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It frequently happens that the final outcomes of a unit are not synony- 
mous with the objectives which were planned, and it is important to 
draw a distinction between these two terms. An objective is a desired 
outcome—the latter being a result of the former. Objectives are determined 
at the very beginning even before the teaching is begun and are foremost 
in the mind of the teacher throughout the development of the unit. They 
are the goals the teacher consciously strives to attain. The outcomes are the 
resultant changes in behavior in the pupils which have occurred through 
the instructional process. The teacher, therefore, will compare the observ- 
able outcomes with the established objectives and make value judgments ac- 
cordingly. 

Although teacher evaluation is ordinarily associated with the end of a 
unit, it occurs throughout the unit as does teacher-pupil evaluation. The 
methods and devices used to assist in this process may be decided upon 
fairly early in the unit, and a variety of methods should be used to observe 
outcomes. These might include paper-and-pencil tests as well as personal 
observations by the teacher of such things as greater proficiency in a skill, 
change in attitude, fewer playground incidents, greater responsibility for 
self-management, and many others. A detailed discussion of evaluation 
may be found in Chapter 16. 


LIST OF INSTRUCTIONAL RESOURCES Much difficulty is avoided in 

securing and using instructional materials when teachers plan well 
in advance what will be needed for the unit. Books, recordings, pictures, 
films, and filmstrips cannot be secured on a moment's notice and must be 
requested early enough to ensure their arrival at the time they are needed. 
In the initial stages of the unit, it is well for the teacher to inventory the 
available materials which will be needed by the class as they move into the 
work stages of the unit. Just such a simple matter as knowing what maps 
will be used and having them in the classroom may make the difference 
between the use of those materials or not. The teacher will want to make 
sure that the books, stories, poems, reference materials, fictional materials, 
maps, charts, globes, newspapers and magazine articles, films, filmstrips, 
and other audio-visual materials are on hand for the children in the class 
to use. 


Preparing Daily Plans 


BECAUSE the unit plan of organizing materials for instructional 
purposes is a flexible one, the teacher will need to make specific plans on a 
day-to-day basis. Some persons mistakenly feel that unit planning in some 
way precludes the need for daily planning. This is not true for each day the 
teacher must make definite plans for the following day’s work. To be sure, 
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some of this is done with the assistance of the pupils—identifying uncom- 
pleted tasks, getting additional information on some topic, putting the 
finishing touches on a mural, having Sarah’s group give its report, and so 
on, But it is the teacher who has the responsibility of pulling together the 
loose ends and making certain everything is set and ready for the next class 
period. Good organization will ensure that every child will have a worth- 
while task, that everyone knows what he will do, that books, resources, 
pictures, films, and other materials are available, that needed work is placed 
on the blackboard, that appropriate exhibits are placed on the bulletin 
boards, and that the map Dick’s group will need is displayed properly on 
the map rail. There is no plan which is a substitute for good daily planning 
—it should take place within the context of the over-all unit plan. 

Every lesson should have a specific purpose. The purpose should indi- 
cate what the pupils are to learn rather than what they will do. For ex- 
ample: 


Right: To learn who the early people were who settled in our community. 

Right: To develop greater skill in use of references. 

Right: To develop appreciation for the hardships encountered by early 
pioneers. 

Wrong: To make a serape. (Wrong because the social studies are not con- 
cerned with teaching children to become serape-makers. This is a 
procedure, not a purpose.) 

Wrong: To develop skill in using tools in construction. (Wrong because the 
use of construction tools is not an essential social studies skill. ) 

Wrong: To take a field trip. (Wrong because this tells what the children 
will do rather than what they will learn.) 


Within the body of the lesson, the teacher needs to plan carefully how 
the lesson is to begin, how the ideas and concepts will be developed in 
work-study activities, and how the lesson is to close. These three parts of 
the lesson are shown in the diagram on page $1. The lesson plan should 
also specify what materials will be needed to ensure that they will be 
available for pupil use. 

Pacing, or gauging the proper time to allow for teaching a lesson, is 
often difficult for the beginning teacher. Experience in working with chil- 
dren will help the teacher develop skill in pacing lessons properly. As a 
general rule, a beginning teacher will go through a lesson more rapidly 
than will a more experienced one. Often beginners do not realize how long 
it takes young children to grasp ideas and concepts, and as a result rush 
through the teaching process. Consequently, it is wise for the beginner to 
prepare more than he thinks can be included, then eliminate some if it is 
not needed when the lesson is actually taught, This spares him the em- 
barrassment of having his lesson completed when the period is half over. 
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DAILY LESSON PLAN 


Era) HE IE POSCiray cafe weet tere tient ete iele) wien shane: ote) a ees What children will learn. 

2) Building readiness and interest .............- How the lesson is to begin. 

3) Workstudy activities. aer k asne sca ee ess What pupils will do to help 
them learn. 

4) Summary and evaluation .............+..+5 How the lesson will close. 

5) Materials and resources .........-....2+5+- What instructional mate- 


rials will be needed to 
teach the lesson. 


Social Studies Units in Multigrade Rooms 


DUE to explosive enrollments in recent years, many schools have 
found it necessary to place children from more than one grade in a single 
classroom. This presents some instructional problems in social studies, 
although they are not as serious as is usually thought. The extent to which 
such situations pose serious teaching problems depends upon (1) the 
manner in which children are selected for the multigrade room, (2) the 
extent to which the school finds it necessary for all children in a given grade 
to study the same topics, and (3) the length of time children will remain 
in the multigrade situation. The three examples given below will illustrate 
how differently social studies programs would have to be planned in each 
case: 


The Rock Spring school is a typical four-teacher elementary school, hav- 
ing two grades in each room. In social studies the children are taught as a 
single grade with appropriate adjustments made for individual differences. 
The required units are placed on an odd-even year schedule to avoid repeti- 
tion. Over and above the required units, teachers and pupils may select other 
suitable units in terms of the needs and interests of particular groups. 


Last fall the Starr Elementary School found its enrollments in grades one 
and two disproportionately high. The school census indicates this same situa- 
tion will not continue in the future, but it appears that the enrollments in 
these two groups will remain high as long as the children are in school. From 
each of the two grades an equal number of children are selected at random to 
form a third room which will be a first-second grade combination. It is ex- 
pected that this room will continue as a unit as the children progress 
through the elementary school. 


Mr. Smith, principal of Pine School, found he had 10 more sixth-graders 
than his two classes could comfortably accommodate, but the enrollments in 
the two fifth grade classes were such that the children could easily be placed 
in those rooms. He thought first of placing the five slowest learning sixth- 
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graders in each of the two fifth grade classes, but later rejected that plan. 
Instead, he moved five fifth grade children to one class and placed all 10 of 
the sixth-graders in the other. The sixth-graders selected were average in 
intelligence and achievement and were well-adjusted, adaptable children. 


The three examples given above indicate that there are about as many 


ways to form a multigrade classroom as there are situations in which such 
classrooms are formed. Every multigrade situation is in a sense unique and 
one’s course of action in planning a social studies program, therefore, must 
be guided by principles rather than by specifics. The following guidelines 
are suggested for this purpose: 


1) 


N 


Whenever possible, teach the class as a single group rather than have 
parallel social studies programs operating within the same room. The range 
of individual differences in a single grade is of such magnitude that the 
achievement of children in two successive grades overlaps substantially. The 
problem of differences in the range of achievement is increased only negli- 
gibly when successive grades are combined. (This, of course, does not hold 
if children are selected for the combination grade because they are slow 
learners, poor readers, or some similar criterion.) Teachers of combination 
grades will soon learn that many children of the lower grade do better work 
than the average children in the upper grade. Conversely, many children in 
the upper grade will do work of poorer quality than the average children in 
the lower-grade group. Teaching the same unit to both grades at the same 
time poses no serious instructional problem in this regard. In fact, some 
rural schools teach selected units to the entire school at the same time—all 
eight grades. This can be done profitably because individual differences are 
obvious and pronounced and the teacher makes allowances for them in the 
instructional program. 

Guard against selecting a unit which some of the children have studied the 
previous year. If this cannot be avoided, the children who have been through 
the topic before must be provided with fresh reading material, be allowed to 
pursue unfamiliar facets of the problem, be encouraged to serve as resource 
persons, and be excused from exercises which they have performed previously. 
No one can exhaust the possibilities for continued study of any problem even 
in a lifetime of work. To assume that children cannot profit from continued 
study of a topic which they have “covered” in a unit of work during the 
previous year is unrealistic. The building and maintenance of interest in the 
topic is apt to present the teacher with a genuine challenge, however, and 
for this reason the recommendation is made that units selected should not be 
those which children have had during the preceding year. 

Avoid, if possible, selecting a unit topic which some of the children will 
study the succeeding year for the reasons discussed in the preceding para- 
graph. When this is unavoidable, begin building a readiness for the follow- 
ing year’s work by frequently pointing out interesting leads for additional 
study which the children may pursue the next time the topic is studied. 
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4) If the social studies curriculum is rigid to the extent that certain elements 
of subject matter must be taught in specified grades, teach the two groups 
separately from time to time during the year between the units which are 
taught to the class as a whole. The topics should be organized logically and 
taught as topics rather than as pages in the textbook. Emphasis should be 
placed on those key ideas which are believed to be so critical that they could 
not be omitted. Of course, the teacher will observe the same principles of 
good teaching during these times as he does in regular unit teaching—in- 
dividualizing instruction, building interest, utilizing many resources, etc. 

5) Recognize that social studies units can be just as interesting, vital, worth- 
while, and exciting for the children in a combination grade as in a single 
grade. Such an arrangement need not militate against the quality of instruc- 
tion nor the effectiveness of the social studies. It will, however, require even 
more careful planning in order to ensure a well-balanced, continuous pro 
gram than in the case of single grade classrooms. 


Teaching Procedures Related to Unit 
Development 


rr 1s obvious that the unit plan of organizing materials for teaching 
has a number of strengths. Not the least of these is that it facilitates the 
use of desirable teaching procedures. Teacher-guided pupil planning, pre- 
viously discussed, is a good example of how sound teaching procedures 
can function in the unit. Other examples are the practical use of skills, 
committee and group work, research, reporting, and discussing. The teacher 
will also find the structure of the unit makes possible the greatest amount 
of individualization of instruction in group situations. All of these proce- 
dures characterize the modern elementary school as a place where children 
are actively engaged in the solution of problems. Critics of the modern 
school have ridiculed some of its teaching procedures and have attempted 
to associate disorderliness and rowdyism with modern school programs. 
While there are isolated cases where such criticism has been justifiable, 
it does not apply to most elementary schools. Perhaps the word “activity” is 
too suggestive of physical activity and thereby suggests nonintellectual 
endeavors. If the term “learning activity” is interpreted to mean reading, 
research, drill, writing, listening, and other intellectual activities as well as 
physical ones, there will be less chance of misunderstanding modern teach- 
ing practices. If properly executed, the social studies unit contributes to 
the social growth of the child as an individual as well as to high quality 
educational achievement. Good units will do both. 
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Figure 9. Teacher competencies related to elementary social studies. 
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DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


As a continuing project begin the development of a resource unit using the 
outline given in this chapter. Begin a collection of pictures, charts, free and 
inexpensive material, pamphlets, poems, and other resource materials which 
will be helpful to you in teaching such a unit to children. 


Plan and prepare a bulletin board display, showing how it might be used 
at some point in the development of a unit. 


Select a social studies textbook for a grade of your choice and read selected 
portions of it noting especially references to quantitative concepts and the 
use of numbers. Does this suggest a need for teaching quantitative relation- 
ships during the course of a social studies unit? 


Explain the author’s statement that “the initiation or approach (in a unit) 
is more than just a matter of getting started.” 


The text describes teacher-guided pupil planning as an attitude on the part 
of the teacher. Do you believe certain statements which the teacher makes 
tend to solicit certain types of responses and feelings from children? Test 
your beliefs by observing teachers at work and by recording the statements 
of the teacher. Teachers’ statements may be categorized as (1) positive 
statements, (2) negative statements, and (3) neither; or as (1) those indi- 
cating democratic attitudes toward children, (2) those indicating auto- 
cratic attitudes toward children, and (3) neither. How does the classroom 
climate of a teacher who consistently makes a greater number of positive 
statements indicating democratic attitudes toward children differ from one 
who makes a preponderance of negative statements indicating autocratic 
attitudes toward children? Which one is likely to be more successful with 
teacher-guided pupil planning? 

Do you think it wise to designate specific amounts of time for each phase 
of the daily social studies period, such as 20 minutes for readiness, 20 
minutes for work activities, and 20 minutes for summary and evaluation? 
What advantages and limitations can you identify in such a plan? 


Do you feel that a real danger exists in initiating certain teaching pro- 
cedures associated with the unit before the teacher has developed sufficient 
confidence and skill—before the teacher has his “feet on the ground”? 
Which of the unit procedures might the beginning teacher initiate imme- 
diately and which ones require greater skill on the part of the teacher? 


Can you state some of the probable reasons for the general reluctance on 
the part of many teachers to state their objectives in writing? Does this have 
a detrimental effect upon their teaching? Explain. 


Do you feel that a teacher can maintain a basic firmness with children and 
still enjoy democratic relationships with them? Why do you suppose there 
is frequent misunderstanding of this important point? 
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10) Select a unit topic for a grade in which you have a special interest and 
organize the subject matter into major understandings and related under- 
standings as is explained in this chapter. 


11) Select one of the major understandings identified in answering question 10. 
Restate the major understanding and its related understandings in terms of 
objectives. Arrange these objectives in an instructional sequence. For each 
objective, show what instructional materials (books, films, references, etc.) 
and what learning activities you would use to achieve it. Also, suggest ways 
that learnings from other areas of the curriculum (reading, arithmetic, 
language, science, art, music) could be related to this block of work. 


12) Develop a complete daily plan, just as you would teach it, using the form 
suggested on page 88. 
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CHAPTER 4 


Selection and Use of 
Instructional Materials 


A generous supply of instructional materials and aids will do much 
to ensure a good program of social studies for boys and girls. If nothing 
more is provided than a basic textbook, a set of encyclopedias, a handful 
of additional references, and some audio-visual materials to be shared with 
other rooms, it becomes easy for the teacher to fall victim to textbook 
teaching, ignoring individual differences in children, making social studies 
teaching dull, uninteresting, and largely ineffectual. But a large amount 
of materials will not in and of itself assure good teaching. This can be 
achieved only when instructional resources are used skillfully by an 
inspired and creative teacher. 

The beginning teacher may just as well face up to the fact that schools 
with unlimited amounts of learning materials are rare; almost any situation 
in which the teacher may find himself is likely to have somewhat less than 
what would be considered entirely adequate in this respect. Even in 
schools where an honest effort is made to provide the teacher with the 
needed materials for good teaching, one will find teachers improvising and 
securing their own material from time to time. One should not become dis- 
satisfied and discouraged, therefore, if he is unable to obtain precisely what 
he wants in the way of an instructional aid, for this situation exists every- 
where to some degree. The teacher will want to approach the problem of 
instructional materials first with the intent of making maximum and 
best use of what is immediately available and secondly doing what he can 
to secure the additional material which is needed. 

Learning materials and resources for the social studies can be grouped 
into two categories. The first group consists largely of those requiring 
reading—textbooks, encyclopedias, references, magazines, pamphlets, news- 
paper clippings, travel folders, classroom periodicals, and similar printed 
material. The second group is, for the most part, nonreading materials 
and resources—pictures, films, filmstrips, recordings, field trips, maps, 
globes, and community resources of all types. Together they provide the 
foundation of research or information-getting activities and are central 
elements of a good social studies program. Discussions, summaries, con- 
structions, dramatics, writing, and reporting are quite meaningless unless 
they have been preceded by some type of research activity. The effectiveness 
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of social studies activities, therefore, is related directly to the teacher's 
ability to select and use instructional materials wisely. 

In the social studies as in any other area of the school curriculum, 
sound principles must be applied in the selection and use of a particular 
learning resource. These have been treated extensively in the educational 
literature and, for our purposes, may be summarized briefly as follows: 


1) In the selection of any instructional resource, the goals of learning should be 
uppermost in the mind of the teacher. The particular resource or material 
selected should be the one which will move the children in the direction of 
those goals most effectively: In short, instructional aids, materials, and re- 
sources are used to achieve specific purposes. 
The greater the number of sensory perceptions which are made possible 
through the use of a resource, the greater is the likelihood that it will be 
effective. A trip to the bakery where the young child can see and hear the 
production process as well as smell, touch and taste the newly baked bread 
is likely to be more effective than reading about the bakery in the class- 
room. 

3) Instructional materials must be suited to the developmental level of the 
child. Younger children need many more concrete and firsthand experiences 
than older children since they are not able to profit from vicarious experi- 
ences to the same extent as older children. Primary-grade children, for exam- 
ple, might make and use a layout on the classroom floor which represents 
the school yard or the immediate neighborhood, while middle- and upper- 
grade children are capable of using conventional wall maps. 

4) The selection and use of instructional materials should take into full account 
the wide range of intellectual and achievement differences in children within 
the classroom. In the case of reading material, there needs to be a wide range in 
the reading difficulty of the material as well as in the difficulty of the content 
presented. The types of materials and resources available should cover the 
full range of abstraction from those which involve direct, concrete, firsthand 
experiences to those which are completely abstract. 

5) Instructional materials need to be carefully evaluated before, during, and 
after they have been used. It is not a good policy to use any and all ma- 
terials simply because they are available. The quality of the material or 
resource should be a primary consideration in deciding upon its use. Maps 
which are out of date, films which are of poor quality, pictures which are 
inaccurate, or field trips which are poorly guided, for example, might better 
not be used at all. 

6) The maximum value of any instructional resource requires skillful use on the 
part of the teacher. No instructional material is entirely self-teaching—all of 
them require a teacher to set the stage for learning to take place. A first-rate 
textbook in the hands of an unimaginative teacher can be devastating to the 
social studies program. The same book used by another teacher can become 
one of the most valuable resources available to the class. Materials of in- 
struction can be no better than the teachers who use them. 
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Reading Materials 
TEXTBOOKS 


Educators agree that if properly used the textbook is a valuable aid 
to learning. On the other hand, everyone familiar with school practice 
recognizes that the misuse of textbooks is fairly common. Attention is 
called particularly to the malpractice of expecting children who are known 
to vary markedly in reading and intellectual ability to use identical text- 
books for identical purposes. A week-end visitor to middle-grade classrooms 
is likely to find in the desks of almost all the children the same basic text- 
book in social studies. This indicates that school leaders feel either (1) 
the use of a basic textbook is essential to the social studies program, (2) 
that teachers cannot teach social studies without a basic text, (3) more 
secure that specified curriculum content will be “covered” when a basic 
book is being used, (4) that a textbook is adequate, making additional 
materials less necessary, or (5) that the teacher and pupils themselves can 
secure additional resources. In some areas schools must provide each 
school child with the same basic textbook because of local school policy 
or state law. Basic textbooks in the social studies are likely to be widely 
used for years to come; thus the teacher should learn how to make maxi- 
mum use of them. 

Through the years, social studies textbooks have gone through an evo- 
lutionary process paralleling the changes which have occurred in teaching 
procedures. The authors of children’s textbooks have not been unmindful 
of changes which have taken place in curriculum and teaching methods 
and have developed textbooks consistent with these changes. An examina- 
tion of textbooks in social studies will show less evidence of detailed and 
isolated facts and a greater emphasis upon fundamental information in the 
form of key ideas, movements, trends, and developments than in previous 
texts. Books of today are organized on a unit basis with an attempt to bring 
related materials together around a series of carefully selected, broad topics. 

In addition to the improvements in the organization and presentation 
of material, social studies textbooks have improved in other ways as well. 
Books of today are attractive, inviting, a pleasure to look at and read. 
There is better use of maps and visual materials; and some social studies 
textbooks for elementary grades boast of at least one illustration on every 
page, many of them in color. There is a trend toward multiple authorship 
with at least one author a specialist in elementary education. This has 
served to retain high scholarly accuracy as well as to refine and improve 
the format and reading level of the books. Textbooks of today are better 
suited to the capabilities of the children for which they are intended than 
in any previous time. These many changes have produced social studies 
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textbooks which bear little resemblance to the dull, drab, and uninteresting 
“geographies” of yesteryear. 

The legitimate use of basic textbooks may take a variety of forms, but 
their use is predicated on the assumption that the teacher is fully aware 
of the following characteristics of all social studies textbooks: 


1) Although social studies textbooks are more carefully graded for reading 

difficulty than ever before, they are still graded for the average reader. The 

teacher may anticipate that some children will not be able to read them 

with comprehension while others will find them something less than a 

challenge to read. There is no single book which will adequately meet the 

reading needs of all children in a class of thirty to thirty-five. 

Textbooks are a highly condensed and factual presentation and are written 

with the thought that teachers will supplement and enrich the textbook 

presentation through the use of other materials. The better textbooks sug- 
gest materials which may be used in this respect in the study guides at the 
ends of chapters or units. 

3) Textbooks are written to be used as valuable source books and are not in- 
tended to become the social studies curriculum. Teachers who feel they must 
“cover” the book or feel that all children must master all the facts presented 
in the text seem not to understand this fundamental point regarding the 
textbook-curriculum relationship. 

4) Textbook authors assume that the teacher will guide and direct the children 
in their use of the book. Textbooks are not meant to be entirely self-instruct- 
ing, and if children use them without guidance from the teacher much of 
their value may be lost. This is especially true of accompanying visual ma- 
terial in the form of pictures, maps, charts, cartoons, graphs, and study helps. 

5) Textbooks can be used in a great variety of ways, and individual children 
may make different uses of the same book. For one child it may constitute a 
reading resource, for another the illustrations may be more valuable, for a 
third the map materials may be needed, and for a fourth it may be a source 
of ideas for additional study. Similarly different teachers may choose to make 
different uses of the same book, depending upon their skill, experience, or 
method of teaching. In short, textbooks can and should be used differently 
by individual children and individual teachers. 


we 


Assuming the teacher will keep clearly in mind the five characteristics 
discussed above, the basic textbook can be a useful tool in teaching social 
studies units. Four of the most common uses may be described as follows: 


EXPLORATORY READING The textbook can be used as a point of 
departure in the early stages of a new unit to help the children to 
find out “what it’s all about” and to establish a common background of 
basic information for all pupils. Using the textbook in this fashion can 
help introduce the pupils to some of the key ideas of the unit, acquaint 
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them with vocabulary, help them learn enough about the topic to be 
able to proceed intelligently with further teacher-pupil planning of other 
activities including other reading activities. When used in this manner the 
teacher should: 


1) Build readiness for the material to be read by a proper introduction of the 
content through the use of pictures, maps, the globe, reference to current 
affairs, a community problem, a short explanation, an historical event, a 
geographical phenomenon, or other similar and appropriate circumstance. 
Readiness for reading the basic textbook should be placed within the context 
of general readiness for the unit which is accomplished through a series of 
introductory or initiatory activities. 

2) Identify for the children some of the purposes for which they are to read 
the material. These should be clearly understood before the reading is under- 
taken and perhaps written on the blackboard. When children are instructed 
to “read to find out . . .,” the reading is likely to be inuch more effective 
than if they are simply told “read pages 55 to 6o in the book.” In explora- 
tory reading the purposes should be general rather than detailed and highly 
specific. 

3) Anticipate vocabulary difficulties which the children may encounter and 
discuss the new words with them prior to the reading. Consideration of a 
new topic commonly presents new words, and without an understanding of 
the new words or concepts the material lacks meaning for the reader. 

4) Call attention to important pictures, illustrations, maps, or charts which are 
included in the material. This is especially necessary when some clement of 
an illustration is highly critical to the understanding of the text but might 
be overlooked by the child. 

5) Have some type of follow-up on the reading to be performed by the chil- 
dren individually. This logically would include some activity dealing with 
the purposes which were established for the reading. 

6) Take those children who are extremely low in reading ability aside in a 
small group and assist them with the material. For this directed-study situa- 
tion the teacher should choose selected, short passages for consideration 
along with the visual material presented in the text. An “around the circle” 
oral reading approach should not be used under any circumstances. Instead, 
the teacher may call their attention to a passage, a picture caption, a picture, 
a chart, a map or diagram, discuss it with them, ask them to see if they can 
find out various facts or sense implications from the material presented in 
the text. Just as an attorney assists the layman to read and interpret a com- 
plex legal document, the teacher can and must assist the slow reader to read 
and interpret materials which he might not otherwise be able to read. Unless 
the teacher can give this close supervision and help to the children of low 
reading ability and actually direct their study of the material, they should 
not be expected to read it at all. Other more simple material should be found 
for them, or the teacher should rewrite certain passages at a level which 
they are capable of handling. 

7) Provide additional, more difficult books to which the more skillful readers 
can turn for extended exploratory reading when they have completed the 
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text. These could be other textbooks, encyclopedias, magazines, or supple- 
mentary books. 


SECURING FACTS RELATED TO THE UNIT When the unit is under- 

way, it is often necessary to have pupils obtain factual information 
related to the topic being studied. The textbook may serve as an excellent 
source of such information and represents a second good use of it. When 
the text is used in this manner, the teacher should: 


1) Help children identify precisely what factual information is wanted, This 
usually takes the form of finding answers to specific questions such as: 
What pieces of furniture might one find in a pioneer home? What steps 
are involved in getting a letter from the sender to the receiver? How does 
geography affect the way people live in Mexico? What hardships were en- 
countered by a group of early settlers in Wisconsin? What crops are grown 
in the Southeastern section of the United States? When used on a class 
basis, the factual material to be obtained may be decided upon by the 
teacher, by the pupils, or by both. 

Teach children how to use the index, table of contents, glossary, and list of 
illustrations to help them develop independence in locating information 
in the text. 

Have children consult other sources to confirm factual information presented 
in the text. This procedure helps overcome the fecling on the part of chil- 
dren that the textbook is a sufficient source book on any topic. 
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MAP, CHART, GRAPH, OR PICTURE STUDY Modern textbooks pro- 

vide an abundance of visual materials which may be used profitably 
by the teacher in short directed-study situations. In map study, for example, 
every child will have before him a reasonably well-produced map which he 
can use during a lesson on map reading or interpretation, In the study of a 
chart the child can follow along in his book as the teacher explains its 
make-up and meaning. If children are asked to point to the elements being 
discussed, the teacher can tell at a glance which children are “with” the 
class and which ones are not. Likewise, pictures can be used more effectively 
when each child has one in his hands than would be possible by passing 
a single print around the classroom or posting one on the bulletin board. 
Textbooks are, therefore, more than reading books and should be used in 
ways other than as readers. 


SUMMARIZATION OF LEARNING ‘Textbooks can be used profitably 

near the conclusion of a subtopic of unit study to summarize and 
pull together learning which has taken place through other unit activities. 
The text is presented to the children at a time when they have already built 
a background of information relative to the topic. They are familiar with 
the vocabulary and concepts and are in a desirable state of psychological 
readiness to take full advantage of the factual presentation of the text. 
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The textbook, therefore, may not only serve as a point of departure for 
unit study but may also be a frequent port of call and a point of return. 
When the text is used for the purpose of summarization the teacher 
should: 


1) Establish readiness with the children by discussing material previously 
studied and establish definite purposes for reading the text. This, again, takes 
the form of “reading to find out. . . .” Purposes for this use of the text 
should be detailed and specific as contrasted with the general purposes dis- 
cussed in connection with exploratory reading. 

2) Clarify any vocabulary difficulties which the children may encounter, 

3) Follow the same procedure with slower and more rapid readers as was ex- 
plained in the section dealing with exploratory reading. 

4) Have definite follow-up activities planned which will allow the children to 
apply information obtained in the reading. 

5) Allow for a thorough discussion of the major ideas presented. These should 
be summarized in writing and perhaps placed on the blackboard or in the 
individual children’s notebooks or folders. 


SELECTION OF TEXTBOOKS 


Careful thought should be given to the selection of textbooks be- 
cause the purchase of books ordinarily means that the class is committed to 
using them for a period of three to five years. With the many demands 
made upon school budgets and the limited resources which are often avail- 
able, a good selection is imperative. Teachers or textbook selection 
committees need to establish criteria which can be applied to several sets of 
books to assist them in making a sound judgment concerning the one 
which best suits the needs of the particular school. Book company represent- 
atives can be helpful in pointing out the various strong features of the 
series published by the company they represent, but the selection should, of 
course, be made on some other basis than the charm of individual sales 
representatives, 

There are many good social studies textbooks today. Some are better 
suited for certain purposes than others. While the persons who are charged 
with the responsibility of making the selection should develop their own 
criteria for evaluating textbooks in social studies, they will probably want 
to look critically at the following points: 


Authorship—to ensure scholarly accuracy as well as suitability for use with 
elementary school children in terms of interest and appeal, reading gradation, 
and curricular consideration. 

Format and General Appearance—to ensure an interesting and appealing 
book, proper size, good quality binding, suitable type size, etc. 
Organization—to ensure its harmony with the existing curricular pattern 
and that it meets the needs of the instructional program within which it 
will be used. 
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Visual Materials—to ensure colorful, accurate illustrations of sufficient num- 
ber and size. 

Instructional Aids—to ensure their being an integral part of the text itself 
and of such nature as to be genuinely helpful to the teacher. 


ENCYCLOPEDIAS 


In the middle and upper grades all classrooms should have at least 
one and preferably two sets of encyclopedias suitable for children. Even in 
the primary grades an encyclopedia can be used to good advantage from 
time to time, and many schools are placing them in first, second, and third 
grades. Much of what was said in connection with the improvement of 
textbooks could also be said concerning the encyclopedias. Greater use of 
colored illustrations is immediately apparent, and equally important has 
been the general down-grading in reading difficulty. The person or persons 
making a selection of an encyclopedia should by all means ascertain the 
reading level at which the material is graded before a final selection is made. 
Sentman suggests the following criteria in selecting reference works for 
schools: 


1) Does the encyclopedia have enough “muscle” to stand up under heavy use, 
hundreds of times more use than it would get in the home? Is it sturdily 
bound? Is the paper tough and of good quality? 

2) Does its content meet your curriculum requirements? 

3) Is the arrangement of subject-matter well suited to your instruction program? 

4) Is the encyclopedia well printed and easy to read? 

5) Are the pictures graphic, informative and sufficiently numerous? 

6) Is the set kept up to date? Most school encyclopedias have a program of 
continuous revision. You can form a general idea of the extent and effec- 
tiveness of revision by looking up a subject, particularly in science, in which 
there have been fairly recent developments or discoveries. 

7) Does the encyclopedia bear the imprint of a reputable publisher? 

8) Does the work stress educationally significant concepts and subjects? 

9) Do the children like the set? 1 


The value of an encyclopedia lies in the easy, quick manner in which 
factual material can be obtained on a multiplicity of topics. It is, like the 
textbook, an important source of information and one which will be re- 
ferred to many times in the course of social studies units. When encyclo- 
pedias are available in the primary grades, the teacher will find the 
pictures and illustrations helpful in social studies instruction. Selected 
short portions of content may be read to the children from time to time, 
and some children at these early levels will be able to read portions of the 
encyclopedia independently. Perhaps the chief value of an encyclopedia in 

1E, E. Sentman, “Encyclopedias in the Elementary School,” Instructional Materials 


for Elementary Schools, 35th Yearbook, Washington, D.C.: National Elementary 
Principals, 1956, p. 48. 
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the primary grades is the contribution it can make in building positive 
attitudes toward the use of reference materials. Children seek new infor- 
mation enthusiastically and enjoy nothing better than an opportunity to 
“let's find out!” They learn fairly early that in the encyclopedia one can 
find answers to many questions on many topics. In this sense, early contact 
with this reference serves as a readiness for its more organized use at the 
upper levels. In the middle and upper grades the encyclopedia is a con- 
stant source of factual information throughout the social studies units. It 
must be remembered, however, that the volumes do not have locked within 
them the sum total of all human knowledge and, at best, the articles are 
highly condensed presentations. This suggests that there is need for addi- 
tional references—ones that may give interesting sidelights on the problems 
not ordinarily included in encyclopedia coverage, Children must be taught 
the use of encyclopedias as well as other references. 

With the rapidity with which the affairs of the world change, there is 
need to replace the encyclopedia frequently. After the set becomes five 
years old it should be replaced with an up-to-date one. Most sets provide 
yearly supplements which include changes and new knowledge, but after a 
five-year period some articles need complete revision. This is additional 
evidence that children should not regard the encyclopedia as a final and 
fixed source of truth. 


SUPPLEMENTARY REFERENCES 


In addition to textbooks and encyclopedias there is need for an 
abundance of supplementary books. Some of these may be other textbooks, 
although the coverage in one textbook may be almost identical with another. 
The need is not so much for additional textbooks but for nontext material 
on a variety of topics. Recent years have seen the publication of many 
books on a wide variety of subjects for elementary school children. Books 
about Indians, airplanes, United Nations, biographies of famous Ameri- 
cans, the farm, factory, life in other lands, communities at work, etc. are 
tapidly becoming available in greater numbers. Teachers and librarians 
should be alert to the availability of titles related to social studies units 
and build supplies of them for use in classroom instruction. These are 
the resources most urgently needed by teachers. It is undoubtedly true that 
most social studies programs would improve noticeably and quickly if 
teachers had numerous books of this type available for the children on 
the social studies units being taught. When such books are available, chil- 
dren are highly enthusiastic about them because they are interesting, in- 
formative, and attractive. Funds for these materials deserve a high priority 
in all school budgets. 

The reason supplementary books are so important is that they provide 
the rich detail which is impossible to get in a well-designed text or an ency- 
clopedia. A textbook, for example, might handle the Bird Woman, Sacaga- 
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wea, in a single paragraph since space is also required to tell the rest of the 
story of the development of the United States. However, the child can learn 
much about this interesting Indian woman by reading one of the several 
children’s biographies of her life. Here the child can get a vivid word picture 
of the time in which she lived. Such supporting details add richness and 
meaning to his understanding of the historical period studied. The teacher 
may acquaint himself with titles of books of this type from the following 
sources: 


1) Listings and/or reviews of children’s books on social studies topics in vari- 
ous professional journals such as Social Education, The N.E.A. Journal, 
Elementary English, The Instructor, and others. 

2) Bibliographies in resource units, teaching guides, curriculum guides, and 
similar publications. 

3) Catalogues and listings of titles by publishers, 

4) Lists of supplementary readings suggested in basic textbooks. 

5) Bibliography of Books for Children, Association for Childhood Education 
International. 

6) Children’s Catalog, H. W. Wilson Company, Inc. 

7) Basic Book Collection for Elementary Grades, American Library Association. 

8) Annotated List of Books for Supplementary Reading, Children’s Reading 
Service. 

9) Exhibits at conventions, book fairs, and local libraries. 


For factual information there is need, too, for atlases, the World Al- 
manac, biographies of famous Americans, and the State Legislative Man- 
uals. Many local communities and cities also publish similar information 
in the form of brochures, handbooks, and pamphlets. Local and state 
historical societies, museums, and art galleries may make available publica- 
tions of this sort which are valuable for classroom work. These sources pro- 
vide a storehouse of information, but children of elementary school age 
need a considerable amount of guidance and help from the teacher in their 
use, 


FREE AND INEXPENSIVE MATERIALS 


Free and inexpensive materials have become a valuable resource for 
the teacher in teaching social studies units. There is a wealth of material in 
the form of posters, charts, bulletins, folders, booklets, films, filmstrips, 
and travel folders available free upon request. In addition to the free 
material, there is an abundance of similar material which can be obtained 
for less than one dollar. In past years much of the commercially prepared 
free and inexpensive material was of questionable value because of offen- 
sive advertising and biased presentations. Companies have recognized that 
if the material was to meet the needs of classroom teachers, the advertising 
aspects would have to be kept at a minimum and the presentation kept 
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objective and honest. Most companies that prepare free material for dis- 
tribution have educational consultants of considerable competence and 
stature on their staffs, many of whom have been classroom teachers. They 
have a good understanding of the needs of children and the type of material 
which can be most helpful to teachers. For the most part, much of 
the material available today is well prepared and useful for classroom 
work, 

Before using the material, the teacher would, of course, examine it 
carefully to ascertain whether or not it is suitable for use with his group. 
Just because the material is available and free is no guarantee that it is of 
value. He would consider items such as these: 


1) Does the presence of advertising make the material unsuitable for use? 

2) Is the material honestly and objectively presented? Is it consistent with 
democratic values and ideals? 

3) Is the material suitable in terms of readability, maturity of the children, 
and the topic under consideration? 


The use of vertical file material, as it is sometimes called, presents prob- 
lems of cataloguing, filing, and storage. Material which is tucked in some 
out-of-the-way closet, perhaps stored in a cardboard box, is usually not found 
when needed, therefore, not used. The material must be carefully filed and 
catalogued appropriately to facilitate its availability when needed. A central 
collection kept in the school library is recommended in addition to smaller 
personal collections of individual teachers. 

Since the demand for free and inexpensive material is great and the 
quantity usually limited, the teacher is advised to use an up-to-date listing 
of sources. Professional journals carry listings in almost every issue. In 
addition, there are compilations of sources of free and inexpensive material 
which may be purchased. The following are some of the better-known 
compilations, most of which are revised annually: 


Bibliography of Free and Inexpensive Materials for Economic Education, 
Joint Council on Economic Education, 2 West 46th Street, New York 
36, New York. 
Educators Progress Service, Randolph, Wisconsin: 
Guide to Free Curriculum Materials 
Educators’ Guide to Free Films 
Educators’ Guide to Free Slidefilms 
Educators’ Guide to Free Tapes, Scripts and Transcriptions 
Free and Inexpensive Learning Materials, Division of Surveys and Field 
Services, George Peabody College for Teachers, Nashville, Tennessee. 
Free and Inexpensive Materials on World Affairs, L. S. Kenworthy, Public 
Affairs Press, Washington, D.C. 
Sources of Free and Inexpensive Educational Material, Field Enterprises, 
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Inc., Education Division, Merchandise Mart Plaza, Chicago 54, Ili- 
nois. 

Sources of Free and Inexpensive Pictures for the Classroom and Sources of 
Free and Inexpensive Teaching Aids, Bruce Miller, Box 369, Riverside, 
California. 


Nonreading Materials and Resources 


THE term “nonreading material” is a broad classification to indicate 
those materials which depend more heavily upon sight and sound to convey 
meaning than upon the interpretation of printed words. In the strictest 
sense, most learning materials depend upon reading to some extent— 
charts and maps have titles and legends, filmstrips have captions, even films 
contain some print. For the most part, however, these learning devices 
use symbols other than print as the primary method of conveying meaning 
to the child. 

Nonreading materials are important in social studies for a variety of 
reasons, They are, first of all, an avenue of learning which is open to the 
child who does not have well-developed reading skills. A social studies 
program which depends exclusively on printed resources works a hardship 
on the slower reading or nonverbal child. ‘The use of nonreading resources, 
however, should not be limited to those children who cannot read. Many 
of these materials present information which is difficult to obtain through 
reading. A film showing life in a faraway land is an experience which cannot 
be duplicated in any other way in the classroom. Nonreading materials are 
aids to learning which are intended to give meaning and enrich the learn- 
ing of all children. We use maps, charts, and graphs because these devices 
are able to present information which is extremely difficult to comprehend 
in print. We use field trips to give children a firsthand experience with 
some aspects of the problem under consideration. We use films, filmstrips, 
and pictures to add realism and furnish the class with a common back- 
ground of experience. Nonreading materials, therefore, have a great many 
values for the capable as well as the poor reader. 

An extensive treatment of certain nonreading instructional materials 
is unnecessary since there are other sources which discuss this topic com- 
pletely. The teacher should familiarize himself with the general nature 
of various nonreading materials and gain an understanding of the general 
principles under which they should be used. The following represents a 
brief summary of the manner in which some of these materials can be 
used in social studies units. 


2 Edgar Dale, Audio-Visual Methods in Teaching, rev. ed., New York: Holt, Rine- 
hart, and Winston Co., Inc., 1959; and W. A. Wittich and C. F. Schuller, Audio-Visual 
Materials, Their Nature and Use, New York: Harper & Brothers, 1953; and J. S. Kinder, 
Audio-Visual Materials and Techniques, new ed., New York: American Book Company, 


1959; 
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PICTURES, PHOTOGRAPHS, ILLUSTRATIONS 


The most widely used of all visual aids are pictures, photographs, and 
illustrations. They are used to obtain realism, to clarify ideas, to recall 
the real object, and, in short, to give meaning to learning. It is well known 
that words cannot convey meanings as accurately, vividly, or quickly as 
pictures. It is this feature that makes magazines such as Life and Look 
popular with the public; both depend heavily upon pictures and illustra- 
tions to tell their story. The teacher will build a substantial stock of 
carefully selected pictures, photographs, and illustrations to use when 
necessary to enrich meaning, for motivation, for clarifying ideas, and for 
summarization. Conscientious teachers are continually on the lookout 
for high quality graphic material which they can use in their teaching. 
The following is a partial list of sources of pictures, photographs, and 
illustrations: 


Air Age Education, 100 East 42nd Street, New York, New York 

Arizona Highways, Phoenix, Arizona 

Arthur Barr Productions, 1265 Bresee Avenue, Pasadena 7, California 

Association of American Railroads, Transportation Building, Washington, 
DG; 

Compton’s Picture Library, 1000 North Dearborn Street, Chicago 10, Ili- 
nois 

Hi-Worth Pictures, P.O. Box 6, Altadena, California 

Informative Classroom Picture Publishers, 40 Ionia Avenue, N.W., Grand 
Rapids 2, Michigan 

Life, Time and Life Building, Rockefeller Center, New York 20, New York 

Marguerite Brown Study Prints, 700 West Raymond Street, Compton 3, 
California 

Milton Bradley Company, 74 Park Street, Springfield, Massachusetts 

National Dairy Council, 111 North Canal Street, Chicago 6, Illinois 

National Geographic Society, 16 and “M” Streets, N.W., Washington, 
D.C. 

Owens Publishing Company, Dansville, New York 

Pat Dowling Pictures, 1056 South Robertson Boulevard, Los Angeles 35, 
California 

Perry Pictures Company, Malden, Massachusetts 

Realistic Visual Aids, P.O. Box 11, Highland, California 


In the use of these materials it may be desirable to have the entire class 
view the illustration at one time. This is possible through the use of an 
opaque projector. This device may also be used to enlarge maps, diagrams, 
and sketches on the blackboard or on a large piece of wrapping paper. It 
is a fairly simple matter to project the required illustration on the material 
upon which it is to be placed and then trace the projection. This provides 
a means of obtaining large diagrams, charts, graphs, and other illustrations 
which would be difficult to enlarge in any other way. 


COURTESY P. K. YONGE LABORATORY SCHOOL, UNIVERSITY OF FLORIDA 


Notice the variety of instructional resources available to these pupils. Such materials 
enrich social studies teaching. 


What makes a picture, photograph, or illustration suitable for instruc- 
tional purposes in social studies? Certainly, the most important considera- 
tion is accuracy of the portrayal. ‘The fundamental purpose of any learning 
aid is to convey accurate meaning, and if this is lacking the picture, photo- 
graph, or illustration must be rejected. Other factors which should be 
considered are that it be of sufficient size for the purpose it is to serve, 
appropriateness for the age children with which it is to be used, good artistic 
quality, impressiveness, ease of interpretation, and that it have a definite 
center of interest which is not subordinated by a great many details. 


FILMS 


There are many 16 mm. sound motion pictures which deal with 
social studies topics. Ordinarily, they are available on a rental basis and 
must be booked several months in advance of their anticipated use. The 
scheduling of films remains a serious problem in many places because it is 
often impossible to know the exact date on which a film will be needed. 

Films have much to contribute to social studies teaching. In a film, 
the child can traverse great distances and move through centuries of time, 
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having before him a picture of places, persons, and processes impossible 
to obtain in other ways. In many respects, the film has advantages over 
field trips since it singles out the most important aspects of a situation and 
eliminates the nonessentials. It is more selective in what it allows the 
viewer to see than is the human eye—thus having some advantage over 
an on-the-spot observation. It is a demanding medium and holds the at- 
tention of the learner to a greater extent than do other learning aids. A 
film can telescope great lengths of time into minutes, making it possible 
to observe a timeless process in a single class period. Its greatest asset, 
of course, is that it depicts motion; and best use can be made of films 
showing situations involving motion. If motion is not a factor, a good 
photograph, a slide, or a filmstrip may be equally effective. 

In social studies units, films may be appropriate at a variety of stages. 
They are commonly used at the beginning of a unit to build a common 
background of experience or to arouse interest. They may be used during 
the work stages to add meaning to material which is being read, or they may 
be used at the final stages of the unit in order to summarize and reinforce 
ideas which have been developed. They should serve as a stimulus for 
discussion and further study whenever presented. The teacher, of course, 
would observe proper use of this material in social studies just as he would 
if the material were used in any other area of the curriculum. Specific 
reference is made here to previewing, building readiness, thinking in terms 
of specific learning goals, and follow-up procedures. 

There are literally hundreds of sources of films throughout the nation. 
Many state universities and departments of education maintain a com- 
plete rental service for schools. Teachers interested in available films should 
seek out such local sources and request catalogues of films which those 
centers provide. ‘The following is a partial listing of some of the better- 
known commercial sources of sound motion pictures: 


Academy Films, 800 North Seward Street, Hollywood 38, California 

Arthur Barr Productions, 1265 Bresee Avenue, Pasadena 7, California 

Audio-Visual Center, Indiana University, Bloomington, Indiana 

Bailey Films, Inc., 6509 DeLongpre Avenue, Los Angeles 28, California 

Brandon Films, Inc., 200 West 57th Street, New York 19, New York 

Colonial Williamsburg, Film Distribution Office, Goodwin Building, Wil- 
liamsburg, Virginia 

Coronet Films, Coronet Building, Chicago 1, Illinois 

Encyclopedia Britannica Films, Inc., 1150 Wilmette Avenue, Wilmette, 
Illinois 

Film Associates of California, 11014 Santa Monica Boulevard, Los Angeles 
25, California 

Gateway Productions, Ine., 1859 Powell Street, San Francisco, California 

International Film Bureau, Inc., 332 South Michigan Avenue, Chicago, 
Illinois 
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Jim Handy Organization, 2821 East Grand Boulevard, Detroit, Michigan 

Knowledge Builders, Visual Education, Floral Park, New York 

McGraw-Hill Book Company, Text-Film Department, 330 West 42nd 
Street, New York 36, New York (also distributors of Young America 
and Popular Science films) 

Nubacker-Vetter Film Productions, 1750 Westwood Boulevard, Los Angeles 
24, California 

Progressive Pictures, 6351 Thornhill Drive, Oakland 11, California 

SEE ALSO: 

Blue Book of Audio-Visual Materials, Educational Screen, 64 East Lake 
Street, Chicago, Ilinois 

Educational Film Guide, H. W. Wilson Co., 950 University Avenue, 
New York 52, New York 

Modern Index and Guide to Free Educational Films from Industry, Modern 
Teaching Picture Service, 45 Rockefeller Plaza, New York 20, New York 


FILMSTRIPS 


When motion is not essential in pictures, the filmstrip may be used 
as effectively as a motion picture. Filmstrips offer advantages over motion 
pictures in terms of cost, availability, and use. Because of their relatively 
low cost, schools ordinarily maintain their own filmstrip library, and they 
are immediately available, therefore, when needed. A good instructional 
feature of the filmstrip is that it is possible to discuss its content as it is 
being shown. If it becomes necessary to refer to a picture previously 
shown, the filmstrip can be turned back to the picture in question. Film- 
strips are easy to catalogue and store and simple to show. In this respect, 
they have many advantages over slides. The production of filmstrips for 
use in social studies has increased greatly in recent years, and there are 
now many good filmstrips available on a wide variety of social studies 
topics. 


BASIC STEPS IN USING FILMS è 

Prepare Yourself 

Select film related to study 

Pay careful attention to recommended level of use 

Preview film for content 

Plan how it is to be used 

Use film guide if available 

Save your film lesson plans from year to year and improve them 


Prepare the Classroom 
Place title, new vocabulary, and main points or questions on chalkboard 
Set up equipment, thread, and check 
Check seating, screen, ventilation 


3 Adapted from material prepared by Audio-Visual Department, San Diego City 
Schools, San Diego, California. 
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Prepare the Class 
Discuss reasons for seeing film 
Use related instructional materials to motivate class 
Study unusual words 
Discuss main points to look for 
List students’ questions 
Have class note teacher's questions 


Present the Film 
One teacher—one class—one film 
Focus and frame 
Check sound level 
Watch for film damage 


Summarize and Follow Up 
Discuss the students’ and the teacher’s questions 
Test occasionally 
Initiate creative follow-up activities 
Dramatize and do role playing 
Do further research 
Evaluate the results with the class 
If necessary re-show the film 


Filmstrips may be used to achieve a number of purposes in the social 
studies unit. A filmstrip on the New England states, for example, gives 
a clear picture of the physical features of this area and thereby assists in 
understanding map symbols and serves as a good readiness for map reading. 
It may serve to introduce children to other countries of the world, showing 
how people in other lands live, work, and play. Filmstrips are very useful 
in presenting material which follows a definite sequence—how a letter 
gets from sender to receiver; the steps in the production of milk; the history, 
growth, and development of an area; the course of soil erosion; or the 
steps to be followed in the event of some emergency such as a fire, drown- 
ing, an accident, or an air raid. The nature of the content of the filmstrip 
will determine how and when it can be used most effectively. Some may 
best be used at the initial stages of a unit to introduce a new topic and 
stimulate the children’s thinking. Others are better suited for use in 
study and research and should be used during the work-study phase of the 
unit. Other filmstrips can serve best to summarize learnings and to re- 
emphasize important ideas which were developed and can make their best 
contribution near the conclusion of a unit of study. 


SLIDES 


Lantern slides and photographic slides have been used in schools for 
several years. They may be purchased from commercial agencies or pro- 
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duced by the teachers and children. They have the same instructional use 
as pictures but have the advantage of being able to be viewed by the 
entire class at one time. Many teachers use their own 35 mm. cameras with 
color film and have excellent personal collections of color transparencies. 
Because the filmstrip has many advantages over slides in terms of main- 
taining a permanent sequence, cost, and storage, there are many more film- 
strips available commercially than slides. The following is a partial list 
of some of the better-known sources of filmstrips and slides: 


Coast Visual Education Co., 5620 Hollywood Boulevard, Los Angeles, 
California 

Coronet Films, Coronet Building, Chicago, Ilinois 

Curriculum Films, 10 East 4oth Street, New York 16, New York 

Educational Screen and Audio-Visual Guide, 2000 West Lincoln Park West 
Building, Chicago 14, Ilinois 

Encyclopedia Britannica Films, Inc., 1150 Wilmette Avenue, Wilmette, 
Illinois 

Eye-Gate House, 330 West 42nd Street, New York, New York 

Informative Classroom Picture Publishers, 40 Ionia Avenue, N.W., Grand 
Rapids, Michigan 

Jim Handy Organization, 2821 East Grand Boulevard, Detroit, Michigan 

Life Filmstrips, Time and Life Building, Rockefeller Center, New York 20, 
New York 

Long Filmslide Service, 7505 Fairmont Avenue, El Cerrito 8, California 

McGraw-Hill Book Co., Text-Film Department, 330 West 42nd Street, 
New York 36, New York 

New York Times, Office of Educational Activities, Times Square, New York 
36, New York 

Society for Visual Education, Inc., 1345 West Diversey Parkway, Chicago 
14, Illinois 

Stanley Bomar Co., Valhalla, New York 

Stillfilm, Inc., 171 South Los Robles, Pasadena, California 


SEE ALSO: 

Complete Index of Educational Filmstrips, Filmstrip Distributors, 2338 
East Johnson Street, Madison, Wisconsin 

Filmstrip Guide, H. W. Wilson Co., 950 University Avenue, New York 52, 
New York 


MAPS, GLOBES, CHARTS, CARTOONS, 

POSTERS, AND GRAPHS 

Maps, globes, charts, cartoons, posters, and graphs are items used so 
extensively in social studies that they have been singled out for special 
consideration in a later chapter. They will not be considered here, there- 
fore, and the reader is referred to Chapter 10. 
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AUDITORY AIDS 


In addition to visual material, the teacher will find the use of record- 
ings and radio helpful in teaching social studies. Radio broadcasts for school 
use are common in many sections of the country; and, if the class is not 
ready for the presentation at the time of the broadcast, it may be available 
to them as a tape recording for a small charge. Conventional recordings 
dealing with various aspects of American history are available through 
commercial sources and can do much to make history “come alive” for 
children. Radio broadcasts dealing with historical material were special 
favorites of children until recently when they were displaced by television. 
Present-day recordings presenting authentic historical accounts related to 
topics under study have high interest appeal to youngsters. They can make 
a valuable contribution to social studies instruction. 

The following sources will provide the teacher with helpful information 
concerning educational recordings: 


Annotated List of Phonograph Records, Warren S. Freeman, Editor, Brook- 
lyn: Children’s Reading Service, 1078 St. John’s Place. Revised annually. 
25 cents 

The Children’s Record Catalog, New York: Harrison Record Catalogs, 
Department A, 274 Madison Avenue. $1.00 

Enrichment Teaching Materials, New York: 246 Fifth Avenue. Records 
based on Landmark Books 

Listing of Educational Recordings and Filmstrips for More Effective Learn- 
ing, Washington, D.C.: Educational Services, 1730 “I” Street, N.W. 
Free 

Recordings For Elementary Schools, by Helen S. Leavitt and Warren S. 
Freeman, New York: Crown Publishers, 419 Fourth Avenue 

Folkways Record and Service Corporation, 117 West 46th Street, New York 
36, New York 

Bruce Eells, Program Library Service, 2217 Maravilla Drive, Hollywood 28, 
California 

Training Aids Inc., 7414 Beverly Boulevard, Los Angeles 36, California 


Recent years have seen the introduction of the tape recorder to the 
classroom. This versatile and easily operated device can be used to good 
advantage in several ways in the social studies. With it the teacher can 
record a radio broadcast any time—in the evening or on a Sunday after- 
noon—and play it for the class several weeks or months later at the precise 
time it can be of most use to the class in their social studies unit. Through 
the Department of Audio-Visual Instruction of the National Education 
Association it is possible to. obtain prerecorded tapes on a variety of topics, 
many of them relevant to the social studies. The programs available through 
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this source are listed in the National Tape Recording Catalog. The teacher 
may obtain a copy of any program listed in the catalog by sending a blank 
tape to: Tapes for Teaching, National Repository, Audio-Visual Center, 
Kent State University, Kent, Ohio. 

The tape recorder has many other uses. It can be used to record travel 
talks by teachers or other adults in the community who cannot visit the 
class in person. Or, the lecture of a classroom visitor may be recorded 
for replaying and study at a later time. Some teachers have had children 
write and record commentaries to accompany filmstrips to be shared with 
the remainder of the class, other classes, or classroom guests. It is possible 
for children to record their class discussions in order to note progress, to 
evaluate their work, or to use for future reference. Children record dramatic 
presentations, news broadcasts, or make “on the spot” recordings. One 
teacher had a group of children prepare a bulletin board display and record 
an explanation of the material posted which the viewer might listen to 
as he studies the display. These examples serve to show the many ways 
the tape recorder may be used in social studies teaching. With the help 
of a fertile imagination and the suggestions of children themselves, the 
teacher can find many situations where the tape recorder may be used, 
not as a toy or novelty but rather as a legitimate and helpful tool of 
instruction. 


TELEVISION 


While the number of schools which have television receivers is in- 
creasing, the use of this medium is somewhat restricted due to programming 
limitations during the school day. The teacher, however, can be alert to 
programs which are telecast during out-of-school hours and incorporate 
the viewing of these programs in the unit work. The large networks prepare 
announcements of programs of an educational nature which are of interest 
to teachers. A postcard to the local network affiliate will provide the teacher 
with information concerning such programs. Television has done much 
to extend the horizons of children, enlarge their vocabularies, and bring 
them face to face with problems, people, and things the world over. Most 
youngsters today have a wealth of information concerning the world and its 
people which has been obtained through televiewing. Experimental work 
is now underway in the use of television for educational purposes. If educa- 
tional television resources are available in a school district, the teacher will 
be given information concerning its use through the district offices. 


AUTOMATED TEACHING DEVICES 


Automated teaching devices include such instructional materials as 
teaching machines, self-teaching programs, scrambled textbooks, and other 
self-instructing devices. They differ in principle from audio-visual aids of 
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the conventional type because the learner is required to interact with the 
teaching device. That is, a stimulus is presented, the learner reacts to it, the 
response is corrected immediately, and the learner goes to the next step 
according to whether his response was correct or incorrect. ‘The plan fol- 
lowed by the learner is called a “program.” Consequently, instruction pre- 
sented in this way is often called “programmed learning.” | 

Automated teaching devices are not widely used at this time because | 
they are in initial stages of development. They show such great promise as 
teaching materials, however, that they are almost certain to become widely 
used in the very near future. In the social studies, they should be of great 
value in presenting learnings which follow an orderly sequence. Steps in 
map-reading, understanding various aspects of government, certain his- 
torical information, elementary economic processes, and many other learn- 
ings can be programmed. Children proceed through such essential material 
at their own pace and on an individual basis, thus freeing the teacher to 
offer more personal guidance and direction to the pupils. 

Teachers who are now entering the profession need to ready themselves 
psychologically for the use of automated teaching devices in the cłassroom. 
Their widespread use seems inevitable, and this is likely to change the role j 
of the classroom teacher to some extent. Teachers will want to follow the 
development of these new instruments of learning and explore every pos- 
sibility for their use. Information on latest developments in programmed 
instruction may be.obtained from The Center for Programmed Instruction, 
365 West End Avenue, New York 24, New York. The Center is a nonprofit 
organization which is heavily involved in research and application of pro- 
grammed instruction to practical classroom situations. 


ROOM ENVIRONMENT 


A frequently overlooked instructional resource is the classroom en- 
vironment itself. A well-planned and stimulating classroom arrangement can 
do much to arouse and sustain interest as well as provide the child with 
many avenues for learning. This is especially true in the primary grades 
when children have not yet developed reading skills nor backgrounds of ex- 
perience which permit them to profit from vicarious experiences to the same 
extent as older, more mature children. The primary classroom needs a 
“home” corner where children can play the roles of various members of the 
family, set the table, do the dishes, run the vacuum cleaner, dress and un- 
dress “baby,” and so on. They need large blocks and manipulative material 
with which they can build the post office or the railway station. They need 
building tools with which they can construct boats, airplanes, farm build- 
ings, trucks, cars, and trains. They need a generous supply of art mediums— 
paints, easels, chalk, crayons, finger paint, clay, colored paper, paste—to 
allow them to express their ideas and feelings through art. A good primary 
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_ grade classroom environment will present the young child with many op- 
portunities for doing research long before he is capable of reading anything 
beyond his basic reading series. Similarly, in a middle- or uppergrade class- 
room one would expect to find many books, maps, globes, pictures, models, 
exhibits, children’s work, tools, paints, art materials, costumes, and attrac: 
tive and informative bulletin boards. 

The arrangement of the room environment also helps create an atmos- 
phere which may serve either to enhance or retard learning. Upon entering 
a classroom one may get the “feeling” of orderliness and flexibility in the 
classroom arrangement and say to oneself, “This would be an interesting 
_ place to spend five or six hours each day.” Contrariwise, other classrooms 

create a fecling of coldness and rigidity which seem foreboding even to the 

adult, to say nothing of children, Elementary classrooms generally, and pri- 
__ mary-grade classrooms particularly, must be so arranged as to allow children 
to feel psychologically at home in them. Such classrooms provide many ma- 
terials which stimulate the curiosity and interest of the growing child and 
are placed in a setting suggestive of warmth, friendliness, and security. 
Classrooms which are planned and arranged as if they were to be used as 
laboratories for learning by young children will not have the dreary insti- 
tutional look about them which seems to have characterized some schools 
in the past. 


BULLETIN BOARDS 


Modern and well-designed elementary school classrooms provide 
generously for stationary, wall-type bulletin boards at a suitable height from 
the floor for children who will occupy the room. In addition, many schools 
= Provide various types of portable bulletin boards for use in classrooms, 

Bulletin boards can make an important contribution to social studies 
instruction if they are properly utilized. They may be used at the begin- 
ning of a unit to display pictures, study prints, maps, charts, or other 
telated material for discussion and study. During the course of the unit 
they may be used for displaying the work of the children, preparing an 
exhibit, constructing a mural, displaying class-made maps, posting direc- 
7 tions or samples of work to be done by the class or other items related to 
the topic under study. At the close of the unit, bulletin boards are helpful 
_ in displaying the work of the children and provide many opportunities 
for class sharing, discussing, and summarizing of learnings. The displays 
need to be changed frequently as the unit progresses and as the purpose 
Of the bulletin board changes. In the primary grades, children can assist 
Dy suggesting some of the material to be placed on the bulletin boards, but 
the actual display will have to be handled almost entirely by the teacher. 
dren move into the middle and upper grades, they are able to 
more of the responsibility for posting material themselves. 
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In order for the bulletin board display to be effective, certain elements in 
its preparation and use should be observed by the teacher. The following 
are suggested: 


1) Use interesting and captivating captions of one type and color. Letters 
for captions might be made from dark construction paper, corrugated paper, 
cardboard, yarn, aluminum foil, or material which has a related design such 
as discarded book jackets, newspaper, woodgrain, etc. 

2) Use sound principles of design, balance, order, and color. Too much ma- 
terial carelessly displayed gives a cluttered effect. Adapt the display to the 
physical make-up of the room. Take into consideration door and window 
heights, other displays, lighting, and the location of the display in terms of 
its basic purpose. Secure an organized effect by developing continuity in the 
display. Anchor material squarely and securely on all four corners. 

3) Change the displays frequently and use variety in the material posted. 
There should be a purpose for posting any material and after it has served 
its purpose should be removed. 

4) Take time to discuss the material on the bulletin boards; call the attention 
of the children to new material posted; teach directly from the bulletin 
board from time to time. 

5) Encourage children to bring or prepare material suitable for bulletin board 
display. As soon as the children are sufficiently mature, involve them in the 
planning and preparation of some of the displays. 

6) Keep in mind that the bulletin board is an instructional resource for chil- 
dren, As such it must be appealing to them and suitable to their level of 
understanding. While the teacher may be tempted to use the bulletin board 
as a fine way to impress his principal, his colleagues, or the parents of the 
good work which goes on in the room, the teacher ought not to lose sight 
of the basic educative purpose of bulletin board displays. 


COMMUNITY RESOURCES 


It is in the local community that the child should sow the seeds of 

a lifetime study of human society. Here the child may see firsthand the 
social processes which function a thousand times over in communities 
around the world. It is in the local community that the child is introduced 
to geographical concepts, to the problems of group living, to government 
in operation, to the production and distribution of goods and services, and 
to the rich historical heritage which is his. In most American communities 
the child can see evidence that it is possible for persons of varied back- 
grounds, nationalities, religious faiths, and races to live and work harmoni- 
ously together. The resources of the local community make a vital and an 
indispensable contribution to a modern program of social studies instruction. 
There are basically two ways in which the teacher may make use of the 
local community. One method is to bring some portion of the community 
to the classroom; the other is to take the class out of the school to some 
place or person of import in the community. As a matter of principle, it 


Selection and Use of Instructional Material 117 


is advisable to take elementary school children into the community only 
for those experiences which cannot be duplicated in the classroom. For 
example, it is usually better to arrange to have a lady bring her photo- 
graphs of early life in the community to the school and speak to the chil- 
dren there than it is to take the class of thirty children to her home. On 
the other hand, the processes involved in canning tuna fish, peas, beans, 
or cranberries cannot be observed in the classroom; and the children must 
be taken to the cannery if this process is to be observed firsthand. Teachers 
commonly make use of the first method of using community resources 
without thinking of them as community resources at all. This happens 
when children bring materials from home for the bulletin boards, the 
“market,” or the “dry dock,” when parents are asked to assist in any way, 
when books are obtained from the public library, when the local news- 
paper is used, or when children bring items from home to share with 
others in “show and tell.” The personal experiences which children have 
in the community and share with the class are likewise a common use of 
community resources. 

If the teacher hopes to go beyond these incidental uses of community 
resources, some type of inventory must be made of the local community 
to identify various resources which can be used profitably in teaching social 
studies. The term “community survey” is used to describe this process, 
although the task need not be as formidable as the term suggests. The 
community survey or inventory ought not be a one-man job but should 
be carried on cooperatively by the entire staff on a continuing basis year 
after year. In larger school systems teachers are frequently given a compre- 
hensive listing of available community resources which has been prepared 
by a committee under the direction and leadership of a consultant. 

The resources uncovered in the survey should be grouped in some logical 
way such as local industries, places of historical interest, governmental 
agencies, civic establishments, annual events (pageants, concerts, festivals, 
fairs, etc.), places of geographic importance, persons to interview, places 
of cultural significance, and similar categories. Additional information may 
then be listed for each of the persons, places, or establishments including 
such details as when the resource is available, whom to contact to make 
arrangements for its use, how the resource might be used in the social studies 
program, what advance preparation is necessary, and, if the resource in- 
volves a field trip, whether or not the firm provides a guide. An examina- 
tion of available resources and the curriculum guide will show the points 
at which the community resources can be used most profitably. There 
needs to be close coordination of the use of community resources at the 
school level to ensure the maintenance of good public relations and to 
make certain that best instructional use is made of whatever resources are 
available to the school. 

The use of the community as a resource in social studies presents many 
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The community is an important resource in teaching social studies. 
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opportunities for good teaching and learning. In most cases what the 
teacher and class do prior to and following the use of such a resource 
determines the extent to which it contributes to the attainment of desirable 
learning outcomes. This is especially true in the case of field trips, the 
use of resource visitors to the class, or conducting interviews with persons 
in the community. Uppermost in the mind of the teacher should be the 
thought that genuine educational purpose motivates the use of such re- 
sources. With this in mind, the teacher will prepare the class for the use 
of the resource and will also engage the class in appropriate follow-up 
activities after its use. Together the teacher and the pupils will identify 
specific things they wish to find out from the person being interviewed, 
from the person who speaks to them, or from their field trip. 

The teacher must always select with care the persons who are invited 
to spend time with the class in the name of instruction. Some people 
should not be asked to speak to children because they are not able to make 
themselves understood, they lack an understanding of children, they hold 
and express freely attitudes or beliefs which may be offensive to members 
of the group, or fail completely to grasp the significance of their visit to the 
class. The teacher should plan to spend some time with the visitor 
sufficiently far enough in advance of the visit to brief him on the activities 
of the class, the purposes of his visit, and the points to be discussed and 
stressed in the visit. Likewise, the children must be prepared for the visitor, 
listing the purposes of his coming, questions they should like to ask, 
and general courtesies extended to classroom guests. Handled in this 
manner, persons from the community can make a positive contribution 
to the instructional program in the social studies. Those who might be 
used either for the purposes of interview or as classroom resource visitors 
might include: 


county agent 

county commissioner 

members of the Federal Conservation Service, the Farm Bureau, the Izaak 
Walton League, local conservation groups, Future Farmers of America 

4-H club leaders 

old inhabitants’ 

professional persons; ministers, doctors, lawyers, etc. 

judges 

legislators 

local officials 

representatives of local industries 

travelers 

authors 

persons with special skills (weaver, pottery ripe jewelry maker) 

armed forces personnel 

exchange students 

persons with interesting hobbies 
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community helpers (policemen, firemen, postmen, etc. ) 
members of local historical society 

newspaper reporters 

members of service organizations 


Whenever children are taken off the school site, the teacher must attend 
to a number of exceedingly important details. Adequate planning will help 
the teacher anticipate some of the problems which may arise in connection 
with the field trip and will help make the trip educationally worthwhile. 
Poorly planned field trips are worse than none at all for they lack purpose, 
may jeopardize the safety of the children, may cause poor public relations 
between the school and community, and can break down learnings which 
the teacher should have been trying to build in the classroom, While the 
field trip should be enjoyable for everyone including the teacher, it is first 
of all an educative experience, and its primary objective is not that everyone 
have a gay time. Good planning will ensure that the trip will be both an 
enjoyable as well as an educational experience. The following suggestions 
will be helpful in achieving that goal: 


Planning a Field Trip 


1) Clearly establish the purposes of the trip and make certain the children 
understand the purposes, too, The excursion should provide opportunities 
for learning which are not possible in the classroom. If educational pur- 
poses can be achieved equally well within the classroom, the field trip is 
unnecessary. 
Obtain administrative permission for the field trip and make arrangements 
for transportation. As a matter of policy, it is better to use a public con- 
veyance or a school bus than it is to use private automobiles. In using pri- 
vate cars the teacher is never sure if the driver is properly insured, is compe- 
tent behind the wheel, or even has a valid operator's license. 
Make all necessary preliminary arrangements at the place of the visit, This 
should include the time for the group to arrive, where they are to go, who 
will guide them, etc. It is recommended that the teacher make the excur- 
sion himself prior to the time the children are taken. This will alert him to 
circumstances and situations which should be discussed with the children 
before leaving the classroom. 
Obtain from each parent written permission for his child to go on the trip 
and do not take children who cannot or do not return signed permission 
slips. While this action does not in itself absolve the teacher of responsibility 
or liability in the event of an accident, it indicates to the teacher that the 
parent knows of the field trip and approves of his child’s going. Most schools 
have forms for this purpose which are filled out by the teacher and sent 
home with each child for the parent’s signature. 

5) Prepare the class for the field trip. “What is it that we wish to find out? 
What things in particular do we want to look for? What questions do we 
want to ask the guide?” Through careful planning and preparation the 
teacher helps children to be more observant and makes a genuine research 


cs 


w 


E 


Selection and Use of Instructional Material 121 


activity out of the field trip. The chances are good that children will be 
taken to places many of them have been before. The first-grader has been 
to the supermarket a hundred times with his parents. Most of them have 
seen trains, many have been to the airport, some to the harbor, and all have 
been to a filling station. Why, then, should the school take children to such 
places on field trips? The answer is that different purposes exist for the field 
trip than for incidental visits. The children are prepared to look for things 
which they would not otherwise see. 
Prior to the trip is a good time for the class to set up standards of conduct 
for the trip. Through discussion, the point can be made that each of them 
is really a representative or ambassador of the school and that persons in the 
community may make judgments about the entire school based upon the 
actions of one child. Children are quick to accept the challenge that the 
responsibility for a good trip rests personally with each member of the group. 
Time spent on this part of the preparation for the excursion will pay divi- 
dends when the trip is underway. There is nothing more embarrassing for 
the teacher, more damaging to school-community relations, nor more devas- 
tating to the educational purposes of the field trip than a group of rude 
and unruly children. This oftentimes happens when the children have been 
inadequately prepared for the trip. 
Take roll before leaving the school grounds and “count noses” frequently 
during the trip to make sure some of the children have not become lost 
or left in some restroom along the way. With young children it is a 
good idea to place them in pairs since a child will know and report imme- 
diately the absence of his partner. To assist with the supervision of the 
children and to help ensure a safe trip, the teacher should arrange for other 
adults to accompany the group. Teachers can usually count on: parents to 
assist in this way but should plan to meet with them prior to the trip and 
explain the purposes, standards of behavior, the route to be followed, and 
other important details. The adults accompanying the children must be 
prepared for the excursion just as are the children, One teacher handled this 
very well by having the children prepare a little booklet prior to the trip 
which included “Things We Will Remember,” “This Is the Way We will 
Go to the Lighthouse,” “Things We Will Sec on the Way to the Light- 
house,” “Things We Will See at the Lighthouse,” as well as a map of the 
route to be followed. The booklets were reproduced in multiple and each 
child and parent going on the trip had one to use as a guide. 
Arrive at the designated place on time and have children ready for the 
guide. Supervise children closely during the tour to prevent accidents or 
injury. Before leaving, check again to make sure all children are with the 
toup. 
Pope the class in appropriate follow-up activities. This should include 
writing a thank-you note to the firm and to the adults who accompanied 
the class. In the primary grades, the children dictate such a letter to the 
teacher who writes it on the blackboard or chart. Individual children then 
copy the letter and one may be selected to be sent or, in some cases, they 
may all be sent. The teacher and children will also want to evaluate carefully 
the extent to which the purposes of the trip have been achieved. “Did we 
accomplish what we set out to do? Did we get the answers to our questions? 
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What did we learn that we didn’t know before? What are some other 
things we will want to find out?” Finally, the teacher and children will want 
to evaluate the conduct of the class in terms of the standards which were set 
up before the trip was made. It is not a good plan to pin-point specific chil- 
dren who may have been unthoughtful—this can better be handled by the 
teacher on an individual basis with only the children involved. The teacher 
will, rather, want to have the children discuss whether or not they listened 
attentively, stayed in a group, observed habits of courtesy, and so on. This 
evaluation should always include some favorable reactions as well as ways in 
which the group might improve on subsequent trips. A list might be made 
of these suggestions for improvement to be saved for review just before the 
next trip is undertaken. 


Every community has places which can be visited by classes and thereby 
can contribute to the enrichment of learning in the social studies. These 
will differ from place to place but any of the following could be used: 


state historical society local stores 

historical sites, monuments legislative bodies in session 
flood plain, eroded areas, dam sites art galleries 

razing of a building fire station 

buildings under construction newspaper printing facilities 
auction sales bakery 

warehouses observatory 

airports courthouse 

railway station factories 

train ride farms 

post office canneries 

broadcasting or telecasting station docks 

aquarium the harbor 

library police station 

refinery z00 

museum parks 

wholesale market hobby shows 


Selecting the Proper Instructional Aid 


THE quantity, quality, and accessibility of instructional materials 
have improved steadily through the years. Modern programs in social 
studies would not be possible without the requisite learning materials. With 
the wealth of good instructional resources available, there is little need for 
the teacher to depend exclusively on a single basic textbook and the class- 
room encyclopedia, important as these tools are. 

But how is the teacher to know what particular resource to use? Every 
learning aid has definite, unique strength which probably cannot be dupli- 
cated through the use of another aid. It is also true that most aids to learn- 
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ing have limitations which may preclude their use under certain conditions. 
The characteristics and maturity of children will usually condition the 
choice of the aid to be used. 

Perhaps the best course of action for the teacher is to familiarize him- 
self with the many aids to learning now available for use in teaching social 
studies. Then, when he finds himself in a specific teaching situation with a 
particular group of children with definite learning goals in mind, he can 
select wisely the aids which will be most appropriate to use under the given 
set of circumstances. ‘There is rarely only one best way to do anything— 
what may be the best course of action under one set of conditions may not 
be under others. The teacher who is thoroughly grounded in the possibilities 
for good teaching presented by each of the many aids or resources and un- 
derstands the principles of their application is the one who is likely to 
make the best judgment concerning their selection and use. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 

1) Select three of four basic textbooks for a grade of your choice and evaluate 
them in terms of the criteria listed in this chapter. 

2) What ways can you think of to keep the school librarian informed of 
your social studies activities in order that she may be of greater help in 
suggesting and securing books and other materials? 

3) Write for samples of free and inexpensive materials and evaluate them in 
terms of the standards discussed in this chapter. Share your findings 
with the class. 


4) Prepare a chart showing the chief values of the various instructional mate- 
rials and aids discussed in the text. 


5) Prepare and display a bulletin board for the class showing how it might 
be used as an instructional aid. 


6) Form a committee of your classmates and visit a place of interest in the 
local community. Plan how you would take a group of children to this 
place on a field trip. Indicate what contributions such a field trip might 
make to unit study, what children would see, what they might see enroute, 
the specific purposes for planning such a trip, etc. Present your plans to 
the class. 


7) Evaluate the following statement by an clementary principal: “In my 
school I select the learning materials myself because teachers lack the 
time to do it; I am more up to date on what is available as well as its cost, 
and I can get newer materials into the hands of the teachers and pupils 
faster than if I wait for individual teachers to make the selections. 


8) Develop a form which might be used in gathering information about 
various community resources. 
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9) Make a careful and detailed inventory of the instructional resources avail- 
able for social studies in a school with which you are familiar. (This should 
be limited to a single grade.) Suggest areas in which a greater supply of 
resources is needed. 


(e 


Consult the literature and report to the class on recent research bearing 
on the problem of the interest appeal of illustrations in children’s books. 
What does this suggest for the type, quality, and number of illustrations 
which should appear in social studies books? 


SELECTED REFERENCES 


Brown, James W., et al. A-V Instruction: Materials and Methods. New York: 
McGraw-Hill Book Co., 1959. 

Brown, Ralph and Marian Brown. “How to Select a Social Studies Textbook,” 
Social Education, XXV, No. 8, December 1961, pp. 391-97. 

Dale, Edgar. Audio-Visual Methods in Teaching, rev. ed. New York: Holt, 
Rinehart, and Winston Co., Inc., 1959. 

Horn, Ernest. Methods of Instruction in the Social Studies. New York: Charles 
Scribner’s Sons, 1937. 

Kinder, James §. Audio-Visual Materials and Techniques, new ed. New York: 
American Book Company, 1959. 

Lumsdaine, Arthur S. and R. Glaser. Teaching Machines and Programmed 
Learning. Washington, D.C.: National Education Association, Department 
of Audio-Visual Instruction, 1960. 

McAulay, John D. “Western T-V Programs and Elementary Social Studies,” 
Social Education, XXIV, No. 4, April 1960, pp. 169-71. 

National Education Association, November 1961, contains a 16-page feature on 
teaching machines and programmed learning. 

Platt, Doris H. “Visual Aids Teach History At All Grade Levels,” Social Edu- 
cation, XXIV, No. 5, May 1960, pp. 215-16. 

Rogers, Vincent R. “Using Source Material With Children,” Social Education, 
XXIV, No. 7, November 1960, pp. 307-09. 

Shafer, Susanne. “Teaching Machines and the Social Studies,” Social Education, 
XXV, No. 2, February 1961, pp. 85-86. 


CHAPTER 5 
Individualizing Instruction in 
Social Studies 


One of the most perplexing problems facing American education 
today is the matter of providing adequately for the diverse interests, talents, 
and abilities which are known to exist between and among members of class 
groups. While the problem exists at all levels, it is particularly evident in 
the elementary school. Children must attend school because they are 
required to do so by law, and the opportunity for individual children to 
select their area of competition is nonexistent. A typical elementary school 
presents a situation where one may find twenty-five to forty children 
in each class who are approximately the same chronological age but who 
are highly heterogeneous in many other respects. It is also this situation 
which lies at the root of some of the most difficult instructional problems 
of our times. 

The fact that people differ in ability has been known to mankind for 
centuries, but it has been only within the past fifty to seventy-five years 
that these differences have been subjected to serious scientific study. As 
this research became known to those responsible for designing educational 
programs for children, there followed a greater effort on the part of teach- 
ers, principals, and supervisors to tailor school experiences to fit the varying 
needs of individual children. The concept of designing instructional pro- 
grams in terms of individual differences among pupils has been accepted 
in principle by forward-looking educators and teachers for at least thirty 
years. The question today is not one of whether there are to be provisions 
for individual differences but how the adjustments and adaptations should 
be made within the framework of the self-contained classroom. 

Beginning teachers frequently find it extremely difficult to accept the 
fact that individual differences in children exist to the extent that they do 
and that these variations are actually quite desirable in terms of society's 
need for persons of many different talents, abilities, skills, and intellectual 
levels. Perhaps every teacher has at some time or other said to himself, 
“I could teach so much more effectively if I didn’t have such a range of 
abilities in this class.” The common belief is that the teaching task can be 
simplified substantially if the variability of class groups is reduced. First 
thoughts, therefore, turn to the possibility of forming classes on the basis 
of homogeneity of some trait such as reading ability or general ability. 


There are two serious objections to the formation of classes in this 
125 
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manner. The first has to do with the social structure of the class. Parents 
and teachers alike tend to feel that the segregation of young children into 
ability groups runs contrary to some of the basic beliefs about the public 
elementary school as it is known in America. Moreover, this feeling has 
more to justify it than sentimentalism. In the elementary school the child 
has the opportunity to get to know and to work with children from all 
walks and stations of life. Rich or poor, bright or dull, colored or white, 
Protestant, Catholic, or Jew—all sit side by side in the classroom, work 
together on a mural, or take their turn at bat on the playground. Few 
would deny that the possibilities for intergroup education and understand- 
ing in classes formed in this way are very great indeed. It is not likely that 
the child will ever again live as intimately for such a length of time in a 
group as heterogeneous with respect to talent and background as he does 
during the years he is in the elementary school. Many of the citizenship 
and socialization skills now learned through actual firsthand experiences 
would have to be learned through more indirect methods if children were 
grouped into classes on an ability basis. Added to this is the fact that 
ability grouping tends to pull children who would normally shoulder much 
leadership responsibility out of groups where they have an opportunity to 
exercise leadership skills and places them in situations where they have 
the least opportunity to assume leadership, i.e., in a class with thirty to 
thirty-five other children who have high leadership potential. Meanwhile, 
the low ability group is deprived of pupil leadership which it requires. 
One group has all the Chiefs and no Indians; the other has all Indians and 
no Chiefs. 

The second and equally serious objection to ability grouping is that such 
procedures are relatively ineffective methods of dealing with the problem 
of individual differences. Classes which are grouped on the basis of a 
single trait such as reading ability or a general trait such as mental ability 
remain highly variable in many other respects. This occurs because there 
are considerable differences in traits and abilities within each individual 
child. An examination of the achievement profiles of children will show 
that a child may be superior in reading ability yet only average in arith- 
metic; he may be of high intelligence, yet low in musical or artistic ability. 
Every experienced teacher knows that the best speller, the best speaker, 
the best leader, or the best singer is not always to be found in the top 
reading group. Because differences within a single individual overlap group 
differences to the extent which they do, grouping on the basis of out- 
standing performance in one area does not assure excellence in another. 

Special grouping may haye a measure of justification, however, in the 
case of children who are at the extreme ends of the mental ability con- 
tinuum—the mentally retarded and the highly gifted. The educational 
needs of these children are so vastly different from the remainder of the 
group as to make adequate adjustments within the regular classroom next 


Individualizing Instruction in Social Studies 127 


to an impossibility. But for the great majority of children who fall between 
the two extremes, an attempt to reduce variability in groups through spe- 
cial grouping of classes serves only to confuse the real issue. It deludes 
the teacher into thinking that he has a homogeneous group of children 
when he in fact does not. No matter what system of grouping is used, there 
will still be individual differences among pupils which will need to be 
taken into account in teaching. Therefore curriculum adjustments to in- 
dividual differences must be made in the instructional program within 
each classroom. In this manner, the teacher can form subgroups for in- 
structional purposes within the classroom in order to mect the educational 
needs of individual children. 


Differences Which Need to Be Considered 
in Teaching Social Studies 


rue concep of individualization of instruction places the child 
squarely in the center of the teaching-learning process, and it is the obligation 
of the teacher to learn as much as possible about each child if he is to teach 
him effectively. Adjustments in the instructional program which are made 
for variations in individual children are made in terms of the information 
the teacher has about them. This information may be informal, unre- 
corded, and obtained without regularity or design by various teachers 
within a system, or it may be a complete and comprehensive record main- 
tained by each teacher who has the child during his stay in school and 
accumulative from year to year. The method of obtaining the data may 
vary from school to school, but possession of information about the child 
is a necessary condition for the individualization of classroom instruction. 
In order to plan social studies units of instruction most effectively, the 
teacher must have readily available to him information on each child in 
at least each of the following areas: mental maturity, rate of achievement, 
sensory and physical status, home background, and personal and social 
adjustment. 


DIFFERENCES IN MENTAL MATURITY 


The research in measurement of intellectual capacity during the past 
half-century has indicated consistently and conclusively that all persons do 
not possess equal ability to do intellectual tasks. Various individual and 
group tests have been devised to measure these differences somewhat ob- 
jectively, making it possible not only to determine differences but also the 
extent of such differences. Ordinarily, results of such tests are expressed 
in mental ages or as a ratio between the individual’s mental age and 
chronological age. This ratio is referred to as the. person’s intelligence quo- 
tient or I.Q. The I.Q. has come to be a generally accepted index of one’s 
intellectual growth. 


128 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


Basically, all mental maturity tests attempt to do the same thing. 
Through standardization procedures these tests establish average per- 
formances on various intellectual tasks for specific age children who have 
similar cultural backgrounds and equal opportunity to learn the required 
tasks. With the use of carefully designed mental tests, it becomes possible 
to determine how well a child performs a given set of tasks equal to, 
below, or above the performance of other children of his chronological 
age. Since the tasks which the child is required to do in the mental tests 
are highly correlated with tasks ordinarily associated with work in school, 
scores on such tests have been used as predictors of how well the child is 
likely to do in school. 

The use of mental maturity tests has been exceedingly helpful in assess- 
ing a child’s ability along certain lines. They are especially useful in 
establishing levels of achievement expectation which are in harmony with 
individual children’s capabilities. Intelligence tests are also helpful in 
determining the extent to which mental ability is a factor in poor achieve- 
ment, Properly used they are valuable to the teacher as guides in estab- 
lishing realistic and reasonable standards of attainment for individual chil- 
dren. It must be remembered, however, that measurement in the field of 
educational psychology is not as accurate as measurement in the physical 
sciences, and the measuring instruments have definite limitations. ‘The 
1.Q.’s obtained from some tests are little more than a reflection of the 
child’s reading ability. An I.Q. obtained from one test may or may not 
be comparable with one obtained from another test. Persons experi- 
enced in handling intelligence test data are inclined to exercise great 
care in interpreting the meaning of these data, for they are aware of 
the possibility of error in such measures. For example, let us cite a case 
reported by a teacher. A fifth grade child’s I.Q. was established as 103 on a 
widely used group intelligence test. Through observing the child’s behavior 
in a variety of situations, the teacher felt this score did not adequately rep- 
resent the child’s ability and requested a second test be given him. An 
individual test was used for this purpose (Stanford-Binet), and an I.Q. of 
139 was obtained for the same child on the second testing. Errors of this 
magnitude do not occur frequently, but an error of 15 to 20 points is enough 
to cause the teacher to seriously misjudge a pupil’s ability. Furthermore, 
most mental maturity tests tap the child’s ability to do abstract and verbal 
tasks and quite largely ignore social intelligence, artistic and creative intel- 
ligence, as well as ability to do tasks requiring motor coordination. The 
conditions of similar cultural background and equal opportunity to learn 
on the part of the testee are also ones which are not always met. All in all, 
this suggests that I.Q.’s must be interpreted cautiously and that much 
information is needed by the teacher concerning the nature of the test used 
and the conditions under which it was administered. 

Within the limitations described in the preceding paragraph, test data 
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relating to variations in mental ability can and should be used by the 
teacher in planning social studies units. In unselected grade groups the 
teacher is likely to find a range of approximately four years in mental age 
at first grade increasing to six to eight years in upper grades. This spread 
of ability represents a fairly “normal” situation, that is, it is not a condi- 
tion which should come as a surprise to the teacher. It is information 
which the teacher will need if his judgments about whether or not the 
child is achieving up to expectation are to have validity. A study of these 
scores will indicate that blanket requirements in the way of class assign- 
ments will be unfair to both the slower learning pupils as well as the more 
intellectually gifted ones. For example, two second-graders exactly seven 
years, six months of age who have I.Q.’s of 85 and 130 and sit side by side 
in the same classroom have mental ages of six years, five months and nine 
years, nine months respectively. As sixth-graders these same two children 
will have mental ages of nine years, nine months and fourteen years, eleven 
months respectively. As second-graders the difference in the mental ages of 
these two children is three years, four months; as sixth-graders it will be five 
years, two months. The more rapid learning child had a mental age as a 
second-grader equal to that of the other child four years later as a sixth- 
grader. An analysis and understanding of differences in mental maturity of 
children within a class will help the teacher recognize that a uniform 
standard of achievement can be applied only if it is low enough for the 
slowest child to accomplish. Any other arrangement is not compatible with 
a knowledge of individual differences. 


DIFFERENCES IN RATE OF ACHIEVEMENT 


As has already been noted, there is a high degree of similarity be- 
tween certain tasks found in mental tests and the kinds of activities usually 
associated with school. For this reason, children with high 1.Q.’s are ex- 
pected to achieve more rapidly in school work than are their classmates who 
are intellectually less capable. While it is ordinarily true that “high ability” 
youngsters are more academically inclined, teachers are cautioned against 
applying this generalization rigidly. Some children consistently seem to 
achieve beyond a level indicated possible by intelligence tests because they 
are highly motivated, have developed good work habits, and are well 
organized and ambitious. These children are dubbed “over achievers,” 
although this is obviously a misnomer. Other children, because they lack 
these same qualities, seem never to perform up to expectation. A fairly 
common remark found on the report cards of children is that the child 
is not “working up to ability.” It becomes clear, therefore, that there will 
be great differences in the rate of achievement of children in any class; 
some of these differences may be associated with. mental ability, others may 
not. 

There are a number of achievement tests available today which yield 
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objective data concerning the child’s achievement status. The teacher will 
need information of this type if he is to plan social studies units in terms 
of individual differences. The child’s past record of achievement will also 
be a strong indicator of what he is likely to do in the future. These data 
will show a range of reading abilities in unselected grade groups of from 
three to four years in the primary grades to six to eight years in the upper 
grades, Similar ranges are found in writing skills, use of references, arith- 
metic, spelling, and other skills. With these data in the hands of the 
teacher he is better able to think in terms of suitable social studies ex- 
periences for individual pupils. In fact, it would take a completely insensi- 
tive teacher who could ignore these differences if they were made known 
to him. 


DIFFERENCES IN SENSORY-PHYSICAL STATUS 


The need for information concerning the sensory-physical status of 
the child may seem less necessary in the development of social studies units 
than knowledge of the child’s rate of achievement or mental maturity. 
Actually, the sensory and physical development of a child may contribute 
directly to social studies learnings—particularly to social adjustment. The 
obese, clumsy, awkward child has more severe personal and social adjust- 
ment problems than does the well-coordinated, agile child. The child’s 
physical status may contribute directly to his being chosen for games, 
social activities, and physical activities which children value. Folk dancing, 
for example, is commonly used in social studies activities—physical differ- 
ences and muscular control may have a direct bearing upon the child’s 
willingness to participate in it. Teachers who are sensitive to these 
differences will avoid placing the child in situations which may prove 
embarrassing for him. 

Differences in muscular coordination and physical status may also 
reflect themselves in the quality of the child’s work product. It is well 
known that adults tend to expect more mature behavior on the part of 
larger children than of smaller ones of the same age. This is true of 
academic growth as well as social behavior. Children who are “all thumbs” 
can neyer seem to produce written work, art work, diagrams, maps, and 
similar products as neatly, accurately, and skillfully as others. These dif- 
ferences are frequently overlooked when a single standard of acceptable 
work is applied. 

Of course, visual, auditory, speech, and other physical handicaps of the 
child need to be known to the teacher and appropriate adjustments made. 
In recent years schools have shown considerable concern over the health 
of the school child and maintain rather comprehensive health histories on 
him. Visual, auditory, and dental screenings as well as height and weight 
checks have become routine procedures in schools. Teachers need to avail 
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themselves of this information in order to gain insight into the sensory- 
physical status of the individual children. 


DIFFERENCES IN HOME BACKGROUND 


A knowledge of the child’s home background and its influence on his 
work in school deserves more consideration than is usually given to it. 
Ordinarily, schools attempt to gather information about the economic 
situation of families, marital status of the parents, father’s occupation, un- 
usual conditions in which the family lives, and similar data. With specific 
reference to social studies, the teacher is most concerned about factors 
within the home which bear upon the child’s value system, his attitudes, 
and social relationships. 

Americans have always regarded the grouping of persons into social 
classes as something foreign and offensive. So strongly is the feeling en- 
trenched in our thinking that “one man is as good as the next, if not 
better” that we lead ourselves to believe that social stratification does not 
exist in any form. Within recent times, research in social class structure 
of our society has shown this not to be true. There is evidence that a social 
class system exists, and the behavior and values of members of various 
class groups can be identified and described.! A study of this problem will 
reveal to the teacher that not everyone belongs to the large middle class, 
although it is commonly thought they do. 

This problem bears most directly upon the child from lower social 
classes and the adjustments he is expected to make when he finds himself 
in a middle-class oriented school. Studies of value patterns of middle-class 
parents as contrasted with lower-class parents indicate a number of inter- 
esting differences. Middle-class families tend toward more rigid moral 
codes, cleanliness, success-orientation, and a lack of physical aggressiveness. 
The middle class quite generally sets the pattern of what is acceptable be- 
havior in our society, and its value pattern prevails in the public school. 
Lower-class groups, on the other hand, tend to be less concerned with rigid 
enforcement of moral codes, there is more evidence of physical aggression, 
less emphasis upon children outdoing their parents socially or economically 
with a corresponding lack of need for success in school. Since most elemen- 
tary schools are manned by teachers who, themselves, are products of 


1See Allison Davis, Social Class Influence Upon Learning, Cambridge: Harvard 
University Press, 1948; A. B. Hollingshead, Elmstown’s Youth, New York: John Wiley 
& Sons, Inc., 1949; William L. Warner, Robert J. Havighurst, and Martin B. Loeb, 
Who Shall Be Educated? New York: Harper & Brothers, 104 Robert J. Havighurst and 
Bernice L. Neugarten, Society and Education, Boston: Allyn and Bacon, Inc., 19573 
John R. Seeley, R. Alexander Sim, and Elizabeth W. Loosly, Crestwood Heights—A 
Study of Cultures of Suburban Life, New York: Basic Books, Inc., 1956; Reinhard 
Bendix and Seymour M. Lipsit, Editors, Class, Status; and Power, Glencoe, Illinois: 
The Free Press, 1953. 
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middle-class families, and society generally reflects the values of the middle- 
class groups, the lower-class child may find the school system of reward and 
punishment at considerable variance with that of his home. While the 
school supports the middle-class child’s home training, it may conflict 
sharply with the home training of the lower-class child. The child who 
is able to gain status in his home or neighborhood by inflicting a beating 
upon another child his own size or larger will soon find this is not the way 
one gains status in the school situation. Similar examples could be drawn 
from the use of language, sex experiences, “back talk,” and other acts. 

Fortunately, our social stratification remains fluid, and there is a con- 
siderable movement of persons up and, less frequently, down the social 
ladder. Unquestionably, the public school has been an important force in 
keeping our social class structure flexible. It is still possible for a child of 
the most humble and downtrodden background to rise to a position of 
responsibility and respect in our society. The school, therefore, presents 
such a child with a problem of adjustment to a new pattern of values 
and simultaneously presents him with the opportunity of elevating his 
social status in society. 

There are no pat answers to questions regarding the handling of the 
lower-class child in school. The problem is particularly severe in the area 
of social studies because all the conflicts, prejudices, and social needs come 
to focus here. The child’s greatest need is for an understanding teacher who 
will plan experiences to help him build paths of success in the direction of 
socially acceptable behavior. Traditionally, the lower-class child has been 
made to feel out of place in school, and the percentage of school dropouts 
of children from this group has been disproportionately high. The teacher 
who understands the nature of this problem and is sympathetic to the 
needs of all children will have the most to offer in the way of developing 
positive, worthwhile school experiences for them. The teacher needs to 
think in terms of a priority of social studies learnings for lower-class chil- 
dren. What do they most need to learn? What types of experiences will help 
them most in meeting their daily problems of living? Should the study of 
the contributions of the Greeks and Romans to Wester civilization re- 
ceive priority over such social learnings as respect for public property, 
assuming responsibility, conservation, respecting rights of others, and con- 
sumer education? Is it more important for them to build their background 
of information about Indians, pioneers, and Eskimos than it is to have 
them come to grips with the problems of life they face every day? When 
teachers begin thinking along these lines, they are making headway in 
building social studies experiences for children from all types of home 
backgrounds, 


DIFFERENCES IN PERSONAL AND SOCIAL ADJUSTMENT 


Since the social studies deal in part with social adjustment, it is 
necessary for the teacher to have information concerning the child’s status 
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in this area of his development. While an appraisal may be made of a 
child’s achievement status in a relatively objective fashion, such a degree of 
objectivity is not possible in the area of personal and social development. 
Here the teacher must rely almost entirely upon subjective judgment based 
upon observable behavior. For this purpose such devices and techniques 
as the behavior journal, anecdotal records, systematic observation, case 
studies, interest inventories, and behavior check lists are used. Collecting 
data of this type is a continuing process carried on throughout the school 
term in and out of the classroom. It often happens that a teacher can gain 
his most valuable insights into this aspect of the child’s life by observing 
him on the playground, in the lunchroom, or similar undirected situations, 

Teachers may find the use of sociometric devices helpful in getting 
personal and social information about the child.? A sociogram may take a 
variety of forms, the most simple being to have the child indicate the 
children with whom he would best like to work, those with whom he would 
best like to play, and those with whom he would best like to sit. These data 
may then be plotted in chart form to show the choices of individual chil- 
dren in the group. Children who are selected frequently are called stars, 
those selected only occasionally are referred to as neglectees, and those 
chosen by no other child are referred to as isolates. Through the use of 
these techniques, it is possible to gain some insight into group structure and 
social status of children, The results may be helpful to the teacher in 
improving social relationships in the group. The procedures to be followed 
in obtaining sociometric data are described in detail in Chapter 7. 

The use of published personality scales for use with children may be of 
some help to the teacher in gaining an understanding of a child's be- 
havior. The need for caution in the use and interpretation of these instru- 
ments is even greater than with mental or achievement tests. Measurement 
of personal and social characteristics is extremely complex because the 
properties to be measured are subtle, difficult to quantify and define, and 
the essential conditions of measurement are more often than not impos- 
sible to meet, Since this is true, the scales which are available for use 
are not really measuring instruments but behavior rating scales or check 
lists. In addition to commercially prepared materials, the teacher may 
wish to develop a check list of his own in order to systematize his obser- 
vations. 

Thus, the teacher who is genuinely sincere in his efforts to adjust social 
studies instruction to individual differences will begin by making a 
thorough study of the mental abilities, rate of achievement, health and 
physical status, home background, and personal-social life of individual 
members of his class, ‘Teachers might well ponder the wisdom of the fol- 
lowing remark made by eight-year-old Sally, “Miss Smith really learns us 
so she can teach us better.” Miss Smith is a good teacher; and, like all 


2See Norman E. Gronlund, Sociometry in the Classroom, New York: Harper & 
Brothers, 1959. 
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good teachers, she knows she must learn as much as possible about her 
children before she can teach them effectively. What is more, she con- 
tinues to “learn” them all during the school year by careful observation, 
by thoughtful study, by conferences with children and their parents, by 
frequently consulting the data which she keeps close at hand—in her 
classroom desk or file—and she does this for each child she hopes to teach, 


Providing for Individual Differences 
in Social Studies 


TEACHERS everywhere are seeking new ways to deal with the problem 
of providing for individual differences. They are enthusiastic about newly 
published materials on the problem, hoping somehow that someone will 
come up with a new idea which will make the job easier. Unhappily, this 
is never likely to happen for there is no easy solution to the complex prob- 
lem of individual differences. Basically, there are five adjustments which a 
teacher should make in his social studies instruction which will help provide 
for individual differences. These are (1) adjustments in reading, (2) ad- 
justments in classroom activities in which the children may participate, 
(3) adjustments in qualitative and quantitative aspects of the child’s work, 
(4) adjustments in the level of conceptualization expected of individual 
children including the formation of temporary subgroups in the class for 
this purpose, and (5) adjustments in the amount of supervision and guid- 
ance the teacher gives individual children. 

The most important single factor in individualizing classroom instruc- 
tion, however, is not to be found in various mechanical adjustments but 
rather in the attitude of the teacher with respect to the task of teaching 
children. The use of small groups, various activities and resources as well 
as other commonly suggested ways of adjusting instruction to individual 
differences will be largely mechanical and ineffectual unless there prevails 
in the classroom an atmosphere which is psychologically acceptable to the 
concept of individual differences. Such a classroom is not one in which 
each child is attempting to outdo the next in an effort to gain a measure 
of attention from the teacher. It is not one in which some children are 
so unsure of their status that they are fearful even to speak for they might, 
in the teacher’s judgment, utter the words incorrectly or fail to make a 
worthwhile contribution. It is not a classroom in which the “smart” ones 
and the “dumb” ones were sorted out once and for all during the first two 
weeks of the school year. It is, rather, a classroom in which each child 
knows intuitively that the teacher is “in his corner,” and he can turn to 
him for help with any problem without fear or loss of status. It is a class- 
room where everyone really “counts for something” and is treated with 
respect by everyone else. In this classroom everyone does something well 
once in a while and achieves a fair measure of recognition when his job 
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is well done. In such a classroom each child is sincerely proud to be a 
member of the group and is happy to have every other child as a classmate 
as well. It is a room in which each child feels his teacher is about the most 
important person in the world—whether she be a pretty young one just 
out of college with the smell of sweet perfume about her or the master- 
fully skillful one of many years experience and streaks of chalk dust in her 
hair. Such is the room in which individual needs of children will be met! 
What follows is predicated upon the assumption that this very important 
condition—a classroom atmosphere receptive to individual variations in the 
talents of children—has been met. 


ADJUSTMENTS IN READING MATERIAL 


In spite of the addition of such valuable learning aids as films, 
filmstrips, recordings, models, and pictures, the modern social studies 
programs continue to depend heavily upon reading. It is unfortunately true 
that the child who is low in reading ability is handicapped in his learning 
in many other areas in the school curriculum. The need for adjustment 
in the teaching of reading is readily seen by most elementary teachers, 
and the practice of subgrouping for reading instruction has become fairly 
common, particularly in the primary grades. While the teacher may make 
adjustments in reading for the child when he is being taught basic devel- 
opmental reading, a single textbook in the hands of every pupil is the 
rule rather than the exception in the social studies. This practice is often 
an indication that differences which are known to exist in the reading 
abilities of children are being ignored. 

The reading problem is aggravated in social studies by the manner in 
which children are grouped for instructional purposes. It is not uncommon 
to find the complete range of reading ability represented in a group of 
six or seven children who are working on the same topic. This is shown 
in Figure 10. Ideally, the class would have reading material suited for all 
levels of reading on every aspect of every unit which is undertaken. In 
practice this rarely occurs because in many cases such material does not 
even exist. A compromise, therefore, must be made in terms of availability 
of material and other practical limitations which are made necessary by 
local conditions. It is a rare classroom which has an unlimited amount of 
reading material for use in social studies units. The teacher will usually 
have to do the best he can under whatever circumstances he finds himself 
and use every possible means to obtain needed reading resources. 

The use of a single basic textbook in the hands of every child is one 
of the unfortunate practices which has persisted in modern times in spite 
of the fact that this violates every known principle of dealing with the 
varying reading needs of individual children. This is not to imply that the 
basic textbook has no place in social studies instruction; it is an extremely 
valuable resource and should be used. But the teacher should also under- 
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Figure 10. A chart showing the need for a wide range of reading material on a vari 
ety of topics in a class of 25 children. The full range of reading ability is presented in 
each of the social studies groups. This makes the need for reading materials at varying 
levels of difficulty imperative. 


stand that the basic textbook and a single set of encyclopedia are totally 
inadequate as sole sources of reading material for children in modern social 
studies programs. The need is for a multiplicity of nontext material repre- 
senting many levels of reading difficulty and many levels of comprehen- 
sion. This type of material should be available for each of the units which 
the class studies. A brief description of what one teacher was able to do 
in this regard is related in the following paragraph: 


Mr. Hall’s fifth grade class was studying a unit dealing with life in 
Early America. He used a basic textbook with the class, the room had The 
World Book and Compton's encyclopedias, and on the shelves of the class- 
room were 78 different books related to the unit as well as many pamphlets, 
clippings, and magazine articles. There were reading materials suitable for 
every child, and no one needed to feel left out because of a lack of books 
he could read. Moreover, the school had an excellent children’s library in 
its building from which additional materials could be obtained if necessary. 
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It has been said that the book is the best teaching machine ever in- 
vented, Certainly books are among the best teaching resources the school 
has, and there can be no substitute for them. Substandard amounts and 
kinds of reading materials inevitably lead to substandard instruction. In 
one way or another, therefore, the teacher must expand the reading re- 
sources beyond the use of a single basic text and the classroom encyclo- 
pedia. Where budgetary considerations limit the purchase of sufficient 
reading materials, the teacher will have to use other, more time-consuming 
methods of securing what is needed. The following suggestions may be of 
help to teachers who find an inadequate amount of reading material 
available for use in teaching social studies. 


HOW TO SECURE READING RESOURCES FOR 
SOCIAL STUDIES UNITS 

1) Obtain simplified texts for slower readers; more difficult ones for more 
advanced pupils. While it may not be possible to obtain nontextbooks, 
the teacher can usually get textbooks of varying levels of difficulty on a 
loan basis from other classrooms in the school. This material will not in 
and of itself be sufficient, but it is a first step in the right direction. 

2) Make full use of public library facilities in the community. Many libraries 
have generous amounts of children’s books and will allow teachers to check 
out several volumes at one time for use with a class. Furthermore, the 
children themselves can be encouraged to secure public library books deal- 
ing with various aspects of the unit. These can be brought to school and 
shared with others. In addition to providing more reading resources, this 
practice gives children valuable experience in the use of the public library. 
Inquire about the possibility of securing books on a loan basis from some 
central collection such as the County Superintendent's Office, the local 
historical society, the County Agent’s Office, or from a source at the state 
level. The principal, supervisor, or consultant can usually advise the teacher 
of the accessibility of such materials. If such persons are not available to 
the teacher, he can write directly to his State Department of Education or 
to a nearby teacher-training institution. Usually the County or City Su- 
perintendent’s Office will know if such collections exist. 

4) Encourage pupils to bring to school their own personal books which con- 
tain information on the topic under study. Children enjoy sharing books 
with their classmates, and this affords an excellent opportunity to give 
additional instruction on the care and treatment of books. ; 

5) Exhaust every possibility for securing free materials. Sources of free and 
inexpensive materials as well as a discussion of their value may be found 
in Chapter 4. j 

6) Keep a watchful eye for appropriate material in daily newspapers, adult 
magazines, classroom periodicals, and similar current publications which 
might be adapted for classroom use. Some of, the more useful articles can 
be pasted on uniform-sized pieces of cardboard to prevent their becoming 
torn and ragged. This also makes filing somewhat easier since the teacher 
may want to save some of the articles for subsequent use. 


w 
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7) Do not neglect the use of poetry and literary selections in teaching social 


studies. Sometimes teachers concentrate upon obtaining materials of a 
rather factual nature and overlook the possibility of using selections from 
children’s literature which may be available in abundance. This includes 
stories, poetry, fiction, legends, fanciful tales, and biographies. 


8) Explore the possibility of making use of the local high-school library. This 


is usually a good source of material for the more able reader. The teacher 
himself may have to assume responsibility for obtaining the books, al- 
though in some cases it may be possible to make special arrangements for 
some children to make use of this resource on an individual basis. 

Survey the community for any resources which may be available on a free 
or loan basis. Business establishments such as dairies, food stores, the 
telephone company, the electric company, and automobile dealers often 
have material which is useful in social studies instruction and are usually 
glad to provide it free of charge. 


10) Rewrite material or write original selections to suit the reading level of 


children. In this connection the following suggestions for rewriting mate- 
rial for retarded readers by Benbrook may be helpful: 


Determine the kind of information needed and choose an interesting 
topic. 

Determine the reading level of the potential readers and become fa- 
miliar with that level. 

Listen to the potential readers and gauge the material to their vocabu- 
lary and language patterns. 

Record your purpose for writing the material. (Focus on needs, in- 
terests and abilities of the reader.) 

Make detailed plans for presenting what you have to say. 

Use familiar, short words when possible. 

Clarify unfamiliar words by definition or defining context. 

Use a mixture of moderately long and short sentences. (An average 
of ten words is desirable for grades three and four.) 

Present the ideas in a straightforward manner. 

Write as though you were talking to the readers. 

Keep the tone of writing on the maturity level of the readers, with 
no trace of condescension. 

Break up the writing into short paragraphs. 

Present ideas in logical order and use good transition sentences be- 
tween paragraphs. 

Start without a long introduction. (Don’t risk loss of interest.) 

Use a direct expository style. 

Keep in mind the important factors affecting readability—motivation, 
difficulty of concepts, relation of reader's experience to ideas pre- 
sented. 

Strive for some originality. 

Revise and polish the writing. Read aloud to locate “wrong” words 
and sentences.* ` 


3 Joyce Benbrook, “Criteria for Writing Informative Material for Retarded 


Readers,” Elementary School Journal, Vol. 56, pp. 409-12. 


Individualizing Instruction in Social Studies 139 


11) Give more careful guidance in the use of the textbook when supplemen- 
tary materials are not available. With slower readers particularly, it will be 
necessary to select only certain parts or passages, more attention given to 
graphic materials in the text and more specific and obvious points to look 
for while reading. 

12) Make greater use of other avenues of learning such as audio-visual mate- 
rial, community resources, varied classroom activities, field trips, visitors 
brought to the classroom, and similar nonreading resources. Remember, 
however, these activities are a supplement to reading and not a substitute 
for it. 


It can be demonstrated that a teacher who finds himself in a situation 
almost barren of children’s reading resources can, if he chooses, make an 
amazing number of adjustments in the reading requirements through the 
use of procedures of the type just described. The teacher who is willing to 
do more than despair under such circumstances, or do more than accept 
the lack of reading resources with quiet acquiescence, will put forth the 
additional effort needed to secure suitable materials for children, To be 
sure, it will be difficult and demanding of his time, but it can be done. In 
the meantime he should constantly press, through the proper channels, 
for more fayorable budgetary consideration for supplementary books. ‘The 
teacher should be cautioned, however, against spending his own money 
for the purchase of materials for class use. This is not a good practice and 
is totally wrong in principle. It is his responsibility to teach the children, 
not to pay for the material they will use. 


ADJUSTMENTS IN CLASSROOM ACTIVITIES 


Traditionally, school activities have consisted chiefly of reading, 
writing, reciting—all of which demand well-developed verbal, linguistic, 
and intellectual skills and abilities. The picture of quiet classrooms with 
children poring over books for hours on end is one which has been quite 
thoroughly ingrained in the minds of many persons. To minimize the 
importance of intellectual activities would be a disservice to modern school 
programs, but it should be immediately apparent to anyone familiar with 
the heterogeneity of today’s school population that activities of an abstract 
nature are inappropriate ways of learning for many children. For this reason 
schools have expanded the number of ways school children may achieve 
learning goals. Ne 

The use of many different learning activities indicates a recognition that 
it is possible to learn through the use of a variety of mediums, and that 
what may constitute an effective learning vehicle for one pupil may or may 
not be equally effective for another. As an example, one child may find 
reading and research to be the best means of achieving an understanding of 
the operation of a dairy, while another gains more through viewing a film, 
studying a chart, visiting the dairy, talking with someone and asking ques- 
tions about the dairy, or by listening to the teacher read material to the 
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class dealing with this topic. Some children need repeated concrete, first- 
hand experiences; others need but a few and can gain more through read- 
ing. No two individuals learn in exactly the same way; the most appropriate 
means to learning appears to be a highly individual matter and is directly 
related to the type of learning which is desired. 

The best program of social studies instruction would be one which 
used the means most appropriate for each child to achieve a given learning 
goal. In actual practice this is not entirely possible because of the number 
of children the teacher has and because of the impracticality of certain activ- 
ities. Perhaps the best way for some children to learn about life in Japan 
would be to go to that country and live there for a year. This is so obviously 
out of the question that such a suggestion is not even considered as a re- 
mote possibility. Instead, a substitute learning activity is chosen—reading, 
viewing a film, talking to someone who has lived there, studying pictures of 
Japan, taking an imaginary trip, and so on. Furthermore, the possibilities for 
all children to learn about life in Japan are increased considerably if the 
teacher includes all of the afore-mentioned activities in the unit dealing 
with this topic. The important thing for the teacher to keep constantly 
in mind is that the greater the variety of learning activities presented, the 
more likely is the possibility that all children will have the opportunity to 
learn. When social studies activities are limited to reading, research, and 
others of a verbal and abstract nature, the door to learning is slammed shut 
to those children who find learning in this manner difficult or nearly im- 
possible. 

It was noted earlier that the best means of learning is an individual and 
personal matter. The method which is best for any given pupil in a specific 
situation depends upon many factors, some of which are: 


General intelligence. 

Experience background. 

Nature and complexity of the material to be learned. 

) Pupil’s facility with the language and extent of his vocabulary. 

General maturity. 

Reading ability. 

Emotional stability (timidity, overaggressiveness, disinterest, irresponsibil- 

ity, hyperactivity, etc.). 

8) Physical disabilities (loss of hearing, orthopedically handicapped, brain 

damaged, partially sighted, etc.). 

9) Presence or absence of motivating conditions; individual interest in the 
topic. 

10) Keenness of perceptive functions. 

11) Positive or negative attitudes associated with the material to be learned. 


N AUAWA u 


Many of these factors are related to one another and must be considered 
together in planning social studies activities. Certain instructional proce- 
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dures, such as nondirected group cooperative activities, are not attempted 
even with very bright children if their general level of maturity is low. 
Activities are planned differently for the child of average intellectual en- 
dowment if he is a good reader than if he is a ponr one. In the case of 
children with various types of physical handicaps, the need for adjusting 
the learning activity to suit the child is so apparent as to hardly need 
discussion. The other factors are more subtle and more difficult to discern 
but are, in many cases, as vital to effective learning as are physical factors. 
A study of these factors as they relate to individual children will help the 
teacher plan a sufficiently varied approach to the types of learning tasks 
in which the class will engage. Since a given learning goal can usually be 
achieved in a variety of ways, it is the teacher's responsibility to select the 
right one for each child insofar as is practicable and feasible. The follow- 
ing list suggests the types of learning activities which should at one time or 
another be included in social studies instruction: 


LEARNING ACTIVITIES FOR SOCIAL STUDIES 
Research: reading, writing, interviewing, note taking, collecting, using ref- 
erences, map work, reporting 
Presentation: telling, announcing, describing, giving directions, reporting, 
demonstrating, dramatizing, pantomiming, exhibiting, relating events, illus- 
trating 
Creative Experience: writing, drawing, sketching, modeling, illustrating, 
painting, sewing, constructing, soap carving, manipulating, dramatizing, 
comparing, singing, imagining 
Appreciation: listening, describing, viewing, reading 
Observation or Listening: observing, visiting places of interest, viewing 
pictures or films, listening to recordings r 
Group Cooperation: discussing, conversing, sharing, asking questions, help- 
ing one another, committee work ; : 
Experimentation: measuring, collecting, demonstrating, conducting experi- 
ments 
Organization: planning, discussing, outlining, summarizing, holding meet- 
ings 
Evalue summarizing, reviewing, asking questions, criticizing 


In attempting to select the best learning activity for each child, there is 
one hazard to which the teacher must be alert. Children enjoy doing the 
things in which they excel and have a reluctance to experiment with new 
avenues of learning. For this reason some children may always be found 
participating in the same type of activity, unit after unit. In this way their 
experiences with a variety of learning mediums is narrowed, resulting in 
unfamiliarity with avenues of learning which may be better for them than 
some they are now using. If one child is selected to draw pictures in con- 
nection with social studies units simply because the other children feel he 
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is the best “artist,” he may find himself being deprived of research, reading, 
dramatizing, and other valuable experiences. Similarly, the child who has 
facility and skill in research and reading unquestionably will profit from 
tasks involving creative ability, construction, experimentation, and others. 
The teacher will need to control the selection of learning projects carefully 
in order to direct children to the activities which will give each one the 
opportunity to experiment with the variety of ways in which it is possible 
to learn. 

Finally, it must be emphasized that the value of an activity lies in its 
contribution to the child’s learning. Particular learning tasks selected must 
point directly to social studies goals, and the child’s involvement in the 
activity must represent progress in the direction of those goals. The funda- 
mental criterion in the selection of any activity is, or ought to be, its 
usefulness in bringing the child nearer to the realization of some important 
learning goal. The teacher's role in this respect may be likened to the care- 
ful craftsman who will select just the right tool for the job he has to do. 


ADJUSTMENTS IN THE QUALITATIVE AND 
QUANTITATIVE ASPECTS OF THE CHILD’S WORK 


Modern educational theory and practice are based upon the principle 
of expecting quality and quantity of performance commensurate with the 
level of ability of each child. The adjustment of requiring more work of 
better quality from some students than others is a fairly common educa- 
tional practice. It is the adjustment which occurs more frequently than 
any other in providing for individual differences. In practice it functions 
somewhat as follows: Certain basic assignments are made which apply 
to all; there are pages to read, questions to answer, words to look up, 
maps to draw, and other similar activities. In addition to this assignment, 
the children may be given the opportunity to follow their own interests 
in a topic, are assigned additional committee work, are asked to prepare 
a report or engage themselves in some related project. Ordinarily, the more 
able children are expected and required to do all the assigned work, but 
may be left to their own devices when they have completed the “assign- 
ment.” The entire arrangement is handled on an extremely informal basis. 
For example, in the case of slow-working or slow-learning children there 
may be a tacit agreement between them and the teacher that, if they do 
about all that they can without wasting time, they will not be held ac- 
countable for the entire amount of assigned work. 

While the practice of varying the amount and quality of work expected 
from children is one way of providing for individual differences, it has 
many serious shortcomings. In the first place, it operates on the assumption 
that all children can and must do essentially the same work but some will 
do more of it and do it better. The differentiation is made on the basis 
of amount and quality of work rather than on the kind of learning task 
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required. Bright children do not necessarily need more of the same task 
to challenge them; more than likely they need an entirely different approach 
to the problem under consideration. Similarly, slower children do not 
always need less to do; they need a differentiation which represents a 
simplification of the conceptual level which is required. When simple ad- 
justments are made in terms of time and amount of work required, the slow 
learner as well as the capable child suffers. No matter how little is required, 
the slow learner may not be able to complete or comprehend it regardless 
of the amount of time given. In the case of bright children, the material 
studied in the unit may already be known to them. 

The informal manner under which this procedure operates in many 
classrooms leaves much to be desired. The arrangement always seems unfair 
to the brighter, more capable children. They cannot understand why they 
must do more work than someone else. Why does Jimmy have to answer 
eight questions when Nancy needs only to answer three? A procedure 
which is intended to be a challenge to them thereby is made to seem like 
a penalty for being able to do work quickly and well. This is the reaction 
one would expect from conscientious pupils and calls attention to the 
lack of effectiveness of this method of individualizing instruction. In 
operation it amounts to little more than keeping the bright children busy 
at something until the slower children are able to complete whatever 
minimal amounts of work the teacher expects of all. If and when this 
method is used, it must be carefully planned to avoid the difficulties pre- 
viously described. Furthermore, it is recommended that it not be used 
singly but combined with the method described in the following section. 


ADJUSTMENTS IN THE LEVEL OF CONCEPTUALIZATION 
EXPECTED OF INDIVIDUAL CHILDREN 


Ideas can be handled at varying levels of complexity. While study- 
ing a unit on air transportation, for example, one second grade child is at- 
tracted by the shiny, huge machine which makes a frightening sound. The 
next child sees the airplane as a means of connecting people and places of 
the world, a device which gets people from one place to another quickly, 
and as an important part of the national defense system. The first child 
can perhaps distinguish between a small private plane and an airliner; 
the second identifies them as a Tri-Pacer and a DC8. What is more, the 
second child can in all likelihood tell the cruising speed of each, its fuel 
consumption, and similar data. One would expect to find a number of 
adjustments in the social studies unit on air transportation appropriate to 
these varying levels of ability of individual children to handle ideas. 

This type of adjustment requires a different approach to the problem 
than does the quality-amount-time method described in the previous sec- 
tion. The adjustment in this case is one of kind and represents a differen- 
tiation of the specific objectives to be achieved by pupils. Since the teacher 
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may vary the difficulty of concepts or ideas, it would seem simple enough 
for him to adjust their difficulty to be appropriate for individual children. 
Under this arrangement the slow child will deal with the topic at an 
easier level while the able child will be involved in more complex aspects 
of it. The bright child will not be held to requirements which seem repe- 
titious and inane to him but will find intellectual challenge in developing 
a depth of understanding. The less capable child will likewise not be asked 
to deal with ideas which are beyond his ability to comprehend. 

In order to show how an application of this method of differentiating 
instruction can be made, there follows a short list of simple and more 
complex ideas associated with the Post Office, a unit frequently found in 
second or third grade. Appropriate learning experiences could be devel- 
oped around any one of the ideas to suit varying abilities of pupils. Com- 
bining these basic ideas with the use of a variety of activities previously 
discussed, the teacher could present each child with an interesting and 
challenging learning situation. This same procedure can be followed with 
any topic selected for study at any grade level. 


THE POST OFFICE 


t) 


Simple ideas 
Letters must be properly addressed 
and stamped in order to reach the 
addressee. The postman uses house 
numbers to locate addressee. 


1) 


More complex ideas 
City blocks follow a pattern of 
numbering. Postman uses a system 
of sorting his mail before begin- 
ning his delivery. 


2) Postal system is owned and oper- 2) Letters can be sent through regu- 
ated by the U.S. government. It lar mail or the sender may buy 
employs workers to handle the special handling for additional 
mail. postage. 

3) Mail is collected and sorted in 3) The U.S. Postal System is not self- 
branch post offices and shipped to supporting but must be subsidized 
main post office. by the U.S. government. 

4) Stamps are canceled to prevent re- 4) Stamps are issued and printed by 
aes the U.S. government. Frequently 

commemorative stamps are issued. 

5) The cost of sending packages is 5) The mail service has had an in- 
determined by their weight. teresting and colorful history. 

6) Mail is carried by car, truck, train, 6) The postal system affords services 
boat, plane, dogsled, or on foot. other than mail delivery. 

7) When neither the sender nor the 7) Much special equipment is used in 
addressee can be found, letters are handling mail. 
sent to the dead-letter office. 

8) Mail and mailboxes are protected 8) Persons who work for the postal 


by the U.S. government. It is un- 
lawful to open letters which do not 
belong to you. 


system are Civil Service employces. 
The government maintains a se 
curity system to protect the mail. 3 
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With the range of abilities being what they are in elementary class- 
rooms, it should be apparent that whole-class instructional procedures 
have many limitations. The brighter pupils are either bored with the pres- 
entation or dominate the discussion, while the slower learners barely 
understand what the problem is all about. As a result, some teachers have 
turned to the practice of forming temporary subgroups within the class and 
plan work for these groups at varying levels of difficulty. 

Small group instruction, however, presents its problems, too. Unless the 
work of each group is carefully planned and directed by the teacher, 
children may make poor use of their time. In the past, teachers have often 
formed such groups on the basis of pupil interest in some aspect of the topic 
under study, but the results of this practice have been largely disappointing. 
Theoretically, each child is supposed to research a special facet of the topic 
and then share his findings with the rest of the group or with the class. The 
problem here is that the research is often poorly done and the reports un- 
interesting or inconsequential. In the group work itself, some pupils will 
remain on the fringe and not become directly involved. Or they may select 
for study a very narrow aspect of a topic, thus failing to gain any real 
understanding of the larger problem under study. 

The difficulties described in the preceding paragraph can be overcome 
if the teacher plans carefully what each subgroup is to do and prepares 
study guide material for the groups to use. Such study guides should be 
differentiated in difficulty, suitable to the ability of the pupils who are to 
use them. Pupils in one group are presented with tasks requiring careful 
research and elaborative thinking, while pupils in another group deal with 
more simple relationships. The research needed may be done by pupils on 
an individual basis, then presented and discussed in the subgroup or study 
team. After such periods of study in small groups, it may be profitable for 
the whole class to discuss what they have learned relating to the topic or 
to summarize their leanings. This is possible since all of them have studied 
the same topic or problem, but have done so at differing levels of difficulty. 


ADJUSTMENTS IN THE AMOUNT OF SUPERVISION 
AND GUIDANCE GIVEN BY THE TEACHER 


A commonly held belief is that each child is entitled to an equal 
amount of the teacher’s time and effort. While this sounds as if it should be 
an equitable arrangement, it is contrary to practice and is not necessary nor 
recommended. Children vary in the amount of supervision and guidance 
they need just as they vary in other respects. For one child, a suggestion 
from the teacher is enough to direct him for an hour or more of inde- 
pendent work. Each new idea he encounters suggests other lines of inter- 
est to him, and he identifies many possibilities, for independent study. 
The next child needs each task clearly outlined and when completed will 
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be back to the teacher for more direction and help. It is a disservice to 
some children to have the teacher hover over them continually suggesting 
and directing when they can work independently. The teacher must know 
how he can be of greatest service to each child. 

Fairly early in the school year the teacher will be able to identify those 
children who are well on the way to self-direction in their study habits, 
those who need a moderate amount of supervision and guidance, and 
those who will need him close at hand almost continually. In the primary 
grades there will be a greater dependency relationship between the chil- 
dren and the teacher than at upper-grade levels because young children 
have not yet attained sufficient maturity to be capable of complete self- 
direction, But even at the early levels there will be big differences in the 
degree of individual responsibility manifested by children. In building 
study habits, the teacher must on the one hand remain close enough to the 
situation to lend direction and support, yet far enough away to allow the 
child to experiment with independence. When five or six first- -graders are 
operating the “store” in one corner of the classroom while the teacher is 
helping four or five others with a mural in another part of the room, it can 
be expected that she will be needed in the store now and then to iron out 
minor problems. The same group of children as sixth-graders could be ex- 
pected to work through the entire period without help if their goals are 
well defined. 

Children need supervision and guidance from the teacher in a great 
variety of ways, and the amount and kind needed will differ from child 
to child and group to group. In every class there will be some who need 
special help with reading. These children may be taken singly or in a small 
group, while the remainder of the class reads independently. In this reading- 
study situation the teacher helps the children with word difficulties, helps 
them get meaning from visual material, calls their attention to picture 
captions and discusses the pictures, selects certain key passages and singles 
those out for special teaching, reads to them short selections of special 
significance, and tries to build independence in reading at the same time. 
Just because the teacher has obtained a variety of reading material is no 
guarantee that it will be used to good advantage. The teacher, through 
careful guidance, must help children make the best use of reading re- 
sources. This type of guidance is not limited to the primary grades but 
persists throughout the elementary school. 

In most classes, too, there will be another group of children who can go 
much beyond the remainder of the class in their depth of understanding 
of the topics studied. With these children the teacher points out possi- 
bilities for additional study, challenges them with provocative problems, 
suggests topics for additional research, helps them secure appropriate read- 
ing material, teaches them how to organize their ideas, and gives similar 
guidance. The teacher can be of most help to these children by suggesting, 
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challenging, holding them to high standards of achievement, yet expecting 
much of their study to be done independently. 

For most children the teacher will be expected to lead the way, show 
them how to do what is expected and to get them started. From then on, 
occasional help and well-placed suggestions will be adequate. It is not 
uncommon to find teachers so interested in a social studies activity that 
they have to guard against doing the work for the pupils. This is most likely 
to happen in construction, processing, or dramatic activities related to the 
unit. 


INDIVIDUALIZING INSTRUCTION IN SOCIAL STUDIES 


READING: 
Very simple to Very difficult 
simplified texts advanced texts 
short stories adult magazines 
material rewritten by the technical materials 
teacher biographies 
short poems more difficult 
simple classroom supplementary books 
periodicals 
ACTIVITIES: 
Primarily sensory-physical to Primarily intellectual 
QUALITY-QUANTITY-TIME REQUIREMENTS: 
Minimal requirements of to Maximum requirements 
marginal quality of high quality 
COMPLEXITY OF CONCEPTS: 
Simple, largely firsthand to Complex, largely abstract and 
experiences, concrete level relational 
SUPERVISION AND GUIDANCE: 
* Close supervision and much to Highly independent; long-range 
guidance, clearly defined goals less clearly defined by 
short-range goals the teacher 


Adequate provision for individual differences calls for adjustments in each 
of these five areas. This diagram underscores the need for providing for the 
full range of abilities found in elementary school classrooms, 


The teacher's role in guiding and supervising social studies activities 
may be described, therefore, as a function of individual children’s needs 
in this respect. He should not feel disposed to supervise every activity so 
closely as to discourage independent habits of work. Neither should he 
retire to some corner of the classroom and abdicate his responsibility to 
offer the kind of constructive help and guidance growing children need. 
The teacher should be actively involyed—on his feet—during the social 
studies period. He should move from group to group, child to child, assist- 
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ing, encouraging, suggesting, and doing whatever else is needed to help 
children move in the direction of desired learning goals. 

This chapter has emphasized the need for taking a broad view of the 
entire concept of individualizing social studies instruction. Too frequently 
individualizing instruction is understood to mean “doing something for 
the gifted” or “doing something for the slow learners.” The fact of the 
matter is that every child presents the teacher with the challenge of in- 
dividual differences. As we have seen, children differ not only in their 
potential for learning but also in their desire to learn, their readiness for 
learning, their interest in learning, and in the manner in which each learns 
most efficiently. The teacher who accepts this broader concept of individ- 
ual differences will take into account not only the child’s I.Q. but also the 
other factors which influence the child’s growth i in social studies learnings. 
This will ensure that some adjustments will be made in the program for 
the unique needs of every child irrespective of his mental ability per se. 
But since the problem of providing for slow-learning children and gifted 
children is a matter of special concern to many teachers, the following 
specific suggestions are made with regard to those two groups of children: 


IN TEACHING SLOW-LEARNING CHILDREN: 


1) Provide generously for experiences of a concrete, firsthand nature. These 
children learn best by handling, manipulating, sensing, feeling, and doing 
and least well by reading, analyzing, generalizing, and finding new solutions 
to problems. 

2) Learning tasks must be specific and simple; learning goals must be definite, 
clear-cut, and short-ranged. They must know precisely what to do and how 
to do it. Use detailed study guide material. 

3) Expect them to show less initiative and less ability to plan for themselves 
than average or gifted children. They are also less able to evaluate their 
own work, making close supervision and direction by the teacher imperative. 

4) Reduce their load of abstract and verbal materials to a level they are able 
to handle. Work in references, if used at all, must be specific; reading and 
research held to a minimum. 

5) Recognize that it will be difficult for them to sense relationships, to make 
generalizations, or to do inferential thinking. They are more skillful in 
dealing with who, what, and where questions than they are with why type 
questions. 

6) Expect less creativity and more patterned, stereotyped work from them. 

7) When teaching crucial items such as those of health, safety, laws or con- 
ventions of society, or simple elements of social studies skills, plan to provide 
for much practice and repetition of the material to be learned. 

8) Set realistic levels of expectation for them. Plan in terms of their most 
pressing needs with a view toward their future life as happy and produc- 
tive members of society. Try to visualize what the child is likely to be doing 
a score of years in the future. 


Individualizing Instruction in Social Studies 149 


9) 


9) 


Above all, maintain a patient and encouraging attitude toward them. Help 
them establish security and status in the classroom. Provide for them what 
is the birthright of every educable American child—a degree of success in 
the elementary school, 


IN TEACHING GIFTED CHILDREN; 


Provide a generous amount of challenging reading material which will allow 
them to read for informational purposes. 

Plan learning activities which call for problem-solving, making logical asso- 
ciations, making logical deductions, and making generalizations. 

Give them many opportunities for the planning aspects of their own work; 
allow for a considerable amount of individual initiative, commensurate with 
their degree of maturity. 

Provide for individual study and research. This should include use of the 
library, references, note keeping, outlining, summarizing, and reporting. 
Expect and encourage much originality in self-expression, in discussions, 
dramatizations, projects, and activities. 

Give them many opportunities for leadership responsibilities. 

Recognize that they have less need for extended firsthand and concrete 
experiences than do slow-learning or average-learning children, since they 
are able to work with abstractions more easily, see associations and relation- 
ships more quickly, and have quick reaction time. 

Remember that gifted children have many of the common needs of all 
children. While it is true that gifted children are ordinarily accelerated in 
other aspects of their development as well, their physical growth, muscular 
coordination, social development, and emotional stability cannot be 
equated with their rate of growth in mental development. i 
The complete acceptance of the high intellectual abilities of gifted chil- 
dren by the teacher is essential to planning an effective program for them. 
The teacher who sees the gifted child as a threat to his own status becomes 
defensive in his relationships with the gifted child and is unable to work 
with him satisfactorily. If the teacher takes a position of guiding, encourag- 
ing, helping, suggesting, and leading rather than directing, telling, criticiz- 
ing, and answering all questions, his task will be somewhat easier. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


1) Obtain the mental ages and chronological ages for all children in a grade 


of your choice. Rank them from high to low on the basis of mental age 
and place thcir names in that order from left to right along the bottom of 
a sheet of paper. On the left side of the same sheet draw an age scale 
perpendicular to the horizontal line upon which you have placed the 
children’s names. Plot the mental ages for all children in one color and the 
chronological ages with another color. You should now have two curves, 
one representing the mental ages for the class and the other the chronologi- 
cal ages. At what point does the mental age line cross the chronological 
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age line? Which of the two is more nearly the same for all children? 
How can you identify children who have repeated grades? Why does a 
chart of this type deserve serious study? 


What are some of the factors which might account for a pupil of above 
average ability achieving at a mediocre or below average rate? 


Write a short selection related to a social studies topic suitable for use 
by children in a grade of your choice. Also, select a short article and 
rewrite it to suit the reading level of slower reading children. Use the 
suggestions offered by Benbrook which are listed in this chapter. 


As you recall your own experiences in the elementary school, which of 
the methods of individualizing instruction were used most frequently? 
Which ones discussed in this chapter were not used at all? 


Select a suitable topic for a social studies unit in a grade of your choice. 
List 10 to 15 simple ideas associated with the topic and 10 to 15 ideas 
which are more complex and difficult. 


Evaluate the following statement made by a teacher: “I never look at 
the folders and records of my children in the fall until I have had a chance 
to get to know them. I want everyone to have a fresh start in my room. 
If I saw their records and histories, I would become prejudiced against 
some before I have had a chance to know them and they to know me.” 


Do you believe that certain classroom activities carry with them more 
prestige than others? What teaching procedures might the teacher employ 
to combat the idea that construction and art activities are performed by 
dull children while research and intellectual activities are reserved for 
bright children? 


8) Miss Smith was annoyed because several pupils in her class could not do 


“fifth grade work.” However, she continued to teach “fifth grade work” 
and at the end of the year retained two children because they could not 
do “sixth grade work.” What basic principles of individual differences 
does Miss Smith seem not to understand? 


Do you feel there are certain elements of subject-matter content which 
all pupils should master irrespective of their abilities? If so, designate 
what those elements should be and defend your point of view. 


10) What elements can you identify in your community which militate in favor 


of or against children’s success in school? How can some adjustment be 
made in the social studies program of instruction to help this situation? 


11) Plana social studies lesson which focuses upon gathering information from 


books. Prepare study guide material at three levels of difficulty to be used 
with high-, average-, and slow-achieving pupils. Vary the difficulty of the 
concepts as well as the tasks to be performed. 
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CHAPTER 6 
Reading Social Studies Materials 


The modern elementary school looks upon its responsibility to teach 
children to read as a primary obligation. The person who cannot read well 
is seriously handicapped in conducting the affairs of responsible citizenship 
as an adult, and the child who is retarded in reading is likely to find him- 
self in difficulty in most of his school work. In spite of the many changes 
which have occurred in teaching procedures in recent years and the con- 
tinuing use of materials and activities which minimize the need for read- 
ing, modern school programs still depend heavily upon reading as a means 
of learning. The implication of this circumstance is well stated by Fav: 


The evidence is clear, both from research and from the experience of count- 
less teachers, that after the primary grades it becomes increasingly more 
difficult to be “poor” in reading and “good” in the content subjects. 


Teaching the child to read is a matter which should never be treated 
lightly; and, for this reason, good elementary school programs provide time 
during the school day when a major effort is directed toward the develop- 
ment of general reading skills. During these times the child will develop a 
basic reading vocabulary; he will learn to use various word recognition tech- 
niques, develop independence in reading, learn to read critically, and 
evaluate what he has read. He will learn to use reading as a help in solving 
problems and will be taught other skills and abilities which characterize 
the fluent, independent reader. This is all to the good, but a strong basic 
reading program will not be able to meet all the reading needs of children 
because each area of the school curriculum presents the child with a read- 
ing task somewhat unique to that special area. Helping children develop 
the specific reading skills and abilities associated with each area of the 
curriculum must, therefore, go hand in hand with other instruction in the 
special subject area. 

The special reading skills and abilities needed to handle social studies 
material intelligently may be identified by examining textbooks and supple- 


1 Leo Fay, “Responsibility for and Methods of Promoting Growth in Reading in 
Content Areas,” Better Readers for Our Times, International Reading Association Con- 
ference Proceedings, Vol. 1, New York: Scholastic Magazine, 1956, p. 89. 
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mentary references which are written for children. Typically these books 
have a heavy loading of complex and involved concepts, many of which 
the child is expected to remember as background information for ideas to be 
presented later. This characteristic of social studies books oftentimes pre- 
cludes the possibility of entering the book at arbitrary points, since the 
child may lack sufficient understanding of concepts which were presented 
and developed in earlier sections of the book. Topics read about are fre- 
quently remote from the child in both time and space. He reads about 
places, persons, and events which had their setting many years ago—perhaps 
several centuries in the past. Or he may read of places, persons, or events 
which are contemporary but have their setting in some remote section of 
the world. The social studies do not always deal in absolute quantities and 
values, making necessary much interpretation of what is read. This calls 
for critical reading and analysis; not an easy assignment for young children. 
The vocabulary of social studies is formidable and presents a major ob- 
stacle to fluent reading. The innumerable references to quantitative con- 
cepts complicates reading as do referrals to maps, charts, figures, and 
diagrams. Finally, the research nature of social studies topics necessitates 
the use of reference tools, and the child is handicapped if he does not 
know where to find them or how to use them efficiently once they are 
found. Serious study of the nature of social studies reading materials will 
sensitize the teacher to the complex reading task the child faces as he 
approaches this area of the school curriculum. 

It is evident that the teacher will have to assume the responsibility of 
developing reading skills concurrently with other social studies learnings. 
While the developmental reading program should teach the child the more 
fundamental and general reading abilities and skills, it is within the social 
studies that the child will extend and refine those special reading skills and 
abilities which apply to this area. Instruction should be directed toward 
the comprehension, interpretation, and organization of ideas, the under- 
standing of word meanings, and the use of reference sources. 


Learning to Comprehend Ideas 


READING social studies with comprehension means that the reader is 
able to extract from the selection the essential facts and understandings, 
visualize details, and sense the relatedness of the facts presented. It is a 
process of obtaining an understanding of the meaning which the author 
was attempting to convey when the material was written. Comprehension 
depends upon a number of related factors, some of which reside within the 
reader and others which haye to deal with the selection to be read. Because 
of the complexity of the psychological processes involved in comprehension 
as well as the limitations of printed symbols as a means of conveying 
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meaning, it is doubtful that the reader is ever able to obtain the exact and 
precise shade of meaning which was intended by the author. Teachers can 
help children read social studies materials with greater understanding, how- 
ever, if proper consideration is given to those factors which are known to 
affect reading comprehension. These factors are discussed in the material 
to follow. 


GENERAL INTELLECTUAL LEVEL OF THE READER It is axiomatic to 

say that the child who brings the most to a reading situation will 
receive the most in return, In most cases, the teacher can help increase what 
the child brings to the reading situation by building backgrounds of ex- 
perience, increasing vocabulary, elevating the general reading ability of the 
child, and building a sufficient readiness. The teacher cannot, however, 
raise the basic intellectual ability of children and, consequently, must adjust 
and arrange the reading environment to suit the needs of individual pupils. 
As the teacher grows to know the capabilities of the various children in his 
class, he will be careful not to give them reading material which he knows 
they are incapable of handling. This applies directly to the use of textbooks 
since there are children in most unselected grade groups who do not have 
the intellectual maturity to deal with the multiplicity of complex concepts 
presented. It is entirely possible for the child to have the mechanical as- 
pects of reading mastered sufficiently well to read the words involved in 
the selection and yet be totally incapable of gaining meaning from the pas- 
sage. This calls attention to the fact that “writing down” material by sim- 
plifying vocabulary is no guarantee that comprehension problems. will 
vanish. The need in cases of this kind is to select reading material which 
deals with the concepts under study at a level which is within the limits 
of the individual child’s ability. This is why the recommendation was made 
in Chapter 3 that, if a textbook must be used with all pupils, the teacher 
select only certain portions of it for slower-learning or slower-reading chil- 
dren. To place a child in material which is beyond his intellectual level is 
discouraging to him, futile in terms of desirable outcomes, and indefensible 
from the standpoint of instructional procedure. 

Problems of reading comprehension may be less apparent with the 
capable children than with the slow-learning ones. The capable readers 
frequently find the normal social studies reading requirements at such a 
simple level of comprehension that they develop slovenly habits of reading. 
Their reading skills are sufficiently well developed for most purposes, the 
ideas presented seem simple for them to understand, and they experience 
no real challenge nor difficulty. The teacher will want to provide material 
of sufficient difficulty to challenge the capabilities of the most able children 
and, at times, require them to do very careful and detailed reading when 
the material demands such reading. 
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EXPERIENCE BACKGROUND OF THE READER The ability to compre- 

hend ideas and facts depends to a considerable extent upon the ex- 
perience background of the reader. In any reading situation the understand- 
ing which the reader obtains from the selection will be related to the 
background of experience which can be brought to bear on the material 
under consideration. The child who has visited Yellowstone National Park 
will find the reading material concerning Yellowstone much more mean- 
ingful than the child who has not had such an experience. He reads 
meaning into such words as “geyser,” “mud-pots,” and “canyon” which the 
next child cannot possibly obtain. He can relive his experiences with the 
pesky Yellowstone bears and almost sense the smell of sulphur coming 
from the boiling mud-pots. This child’s ability to read the Yellowstone 
selection with understanding has been greatly enhanced by his personal 
experience with the ideas, words, and concepts presented. Generally speak- 
ing, the more experiences the child has had with the world about him, the 
greater will be his capacity for comprehending ideas. 

As has already been noted, the social studies frequently deal with topics 
and concepts which are outside the realm of experience of young children. 
Even a study of the home state and its institutions may seem remote to a 
child growing up in a rural area. Since the understanding of new ideas must 
always be made within the context of previous understandings and ex- 
periences, the building of backgrounds for intelligent reading of social 
studies is extremely important. Bond and Wagner make this quite clear: 


The need to build backgrounds of understanding, essential to reading is 
rarely more acute than in the social studies. The need to relate the material 
read to the experiences of the child is essential to his understanding of its 
concepts.” 


* The teacher must plan a number of classroom activities which help 
build backgrounds for better understanding. Some of these may be direct 
experiences, others will be vicarious. The reading comprehension of a 
third grade class is likely to be improved if, in connection with their unit 
on “Communication” the class visits a post office, or a television studio, 
and talks with the various persons who work there. The possibility of short 
field trips into the community for the purpose of extending and enriching 
experiential backgrounds of children exists in every community. Teachers 
may also make use of motion pictures to build a common background of 
experience when a direct experience is impossible or impractical. When 
teachers properly anticipate the comprehension problems the children are 
likely to encounter and are sufficiently concerned with them, they will make 


2 Guy L. Bond and Eva Wagner, Teaching the Child to Read, 3rd ed., New York: 
The Macmillan Company, 1960, p. 283. 


156 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


extensive use of field trips, films, pictures, stories, exhibits, displays, and 
teal objects. Experiences of this type will provide the moorings for the 
vicarious experiences obtained through reading and will assist the child in 
comprehending ideas. 


ADJUSTING SPEED OF READING TO THE READING TASK Compre- 

hension and speed of reading may or may not be related factors. The 
poor reader may read at a snail’s pace and also comprehend very little of 
what he reads. The good reader, on the other hand, may read rapidly and 
have an adequate understanding of the ideas presented. Under ordinary 
conditions the difficulty of the material as it appears to the reader will de- 
termine the rate of speed at which it should be read. In this sense, children 
should be taught that rate of reading is variable, and they make adjust- 
ments in speed appropriate to the degree of comprehension which is 
necessary, 

It happens that much of the social studies material is of such nature 
that slow and painstakingly careful reading will be needed to comprehend 
the facts presented. There are long and involved sentences, facts to remem- 
ber, names, places, dates, difficult vocabulary—none of which can be 
skimmed over lightly. As a regular part of the social studies instruction 
the teacher should devise reading situations which will require the children 
to vary their rate of reading for a particular purpose. This may be in the 
form of questions, some calling for rapid reading or skimming, others 
for more detailed careful reading and rereading. Commonly, the answers 
to names of places, persons, situations, dates, and similar factual data 
may be obtained through skimming, while answers to reflective questions 
will require slower, more careful reading. 


DIFFICULTY OF THE TOPIC Some topics in social studies are more 

easily understood than others and, therefore, reading comprehension 
is more of a problem in dealing with some topics than with others. A 
narrative account of lumbering in the Pacific Northwest is straightforward 
and relatively simple to understand. Most children can read selections of 
this type rapidly and keep their comprehension high. On the other hand 
the child may encounter a passage which explains the topic “why seasons 
change.” This is an exceedingly complex idea and will require the most care- 
ful reading the child can muster if it is to be understood. Certainly, the 
difficulty of the topic is associated with the reader’s general intellectual 
level; but, even so, many topics present more problems in comprehension 
than others because of their complexity. These are the ones which will re- 
quire the best efforts of the brightest child and the best reader. The teacher 
will want to identify topics which may prove difficult and single them out 
for special consideration. 


COURTESY ST. PAUL PUBLIC SCHOOLS 


The school helps build backgrounds of experience of pupils. 


worp DIFFICULTIES Vocabulary difficulties have a direct bearing 
upon reading comprehension, and the vocabulary load of social 
studies materials is heavy. Since word difficulties present the serious prob- 
lem which they do, this entire matter will be discussed at length in a subse- 
quent section. 


e 


ORGANIZATION OF MATERIALS Social studies reading material can 

be organized in such a way to make comprehension easier for the 
reader. Many books use topic headings, margin notes, italics, boldface type, 
or other techniques to call attention to significant details. Moreover, many 
of the newer textbooks present material at the beginning of chapters and 
sections which suggest things for which to look, questions to direct the 
reader, and other introductory material which serves as readiness for the 
topic to be discussed in the reading. Likewise, at the conclusion of sections 
there are frequently questions, vocabulary exercises, ways to check reading 
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skills, and things to talk about which aid the young reader in understanding 
the selection. Teachers should look for and use reading material organized 
in a manner which will be helpful in developing comprehension skills. 
Time must be taken to explain the organization of material to the children 
and to instruct them in the use of the various aids presented in selections 
read. In learning about the organization of the material, children are also 
learning skills associated with organizing their own ideas for better under- 
standing. The teacher should not assume that since a book or selection to 
be read is well organized and presents many aids to the reader these 
aids will be used by all children. It is the teacher's responsibility to help 
children become efficient readers through the use of aids for a better 
understanding of the material they read. 

The success with which children are able to comprehend social studies 
reading materials will depend upon the extent to which the teacher is aware 
of the factors bearing upon comprehension and the degree to which he 
makes allowances for them in his teaching. In this connection, he may find 
the following suggestions helpful. 


INCREASING COMPREHENSION OF READING MATERIALS 


1) Extend and enrich the background of experiences and understandings of 
children. This can be done through: 

a. field trips—around the school and immediate area, places of interest 
and import in the community. 

b. use of authentic pictures, bulletin board displays, travel folders, study 
prints, models, realia. 

c. audio-visual aids—films, filmstrips, television viewing, radio, and 
recordings. 

d. language experiences—discussion, planning, creative dramatics, vo- 
cabulary building. i 

e. recording group experiences on experience charts, log of activities, 
vocabulary lists. 

f. provision of a rich variety of books to allow children to read widely 
on topics related to the study. 

g. relating social studies reading to other activities in the classroom 
such as construction, dramatization, discussion, research, etc. 

2) Develop meanings of new words, phrases, or terms before the selection is 
read. Specific suggestions for this purpose may be found in the section 
entitled “Developing Word Meanings” in this chapter. 

3) Have children cite examples or exceptions from their own experiences which 
illustrate some point made in the reading. 

4) Help children identify purposes for which the material is read. As a matter 
of principle, the children should always be instructed to “Read to find 
put)... 

5) Teach children how to use study helps, subtitles, marginal notes, pictures, 
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and other visual materials which are included in all social studies books for 
the express purpose of aiding comprehension. 

6) Provide numerous opportunities for discussion of ideas encountered in the 
selection. It is also helpful for the teacher to give short oral explanations of 
some points—these explanations should not, of course, contain concepts or 
words which are not understood by the children. 

7) Following the reading, children should apply and use some of the important 
ideas gained from the reading. These might be: 

a. dramatizing a situation described in the selection. 

b. constructing an interesting object described in the reading. 

c. making or collecting pictures related to the ideas presented. 

d. responding to questions concerning important ideas developed in the 
reading. 

e. doing additional reading or research on certain ideas presented. 

f. writing paragraphs or short selections expressing the reader's feelings 
concerning some issue or situation described. 

g. having children demonstrate some process described in the reading— 
candle dipping, quarter-notching, churning butter, a pioneer game, 
etc. 

8) From time to time give direct instruction in developing better comprehen- 
sion and follow this with practice material which will require the child to 
read social studies material for varying purposes such as reading to: 

a. answer a specific question. 

b. obtain evidence or draw conclusions. 

c. get the general idea of the selection. 

d. verify a statement. 

e. obtain all the details which relate to an idea. 

9) Provide materials of a wide range of difficulty to accommodate the varying 
intellectual levels which are found in elementary grade classrooms. 


‘ Learning to Interpret Ideas 


READING comprehension in the strictest sense involves getting the 
facts as they are presented by the author. It happens that social studies 
materials oftentimes require that the reader interpret the ideas he has read. 
This involves making inferences, sensing relationships, noting cause and 
effect occurrences, detecting the emotional bias of the author, reading 
critically, evaluating the material, and being able to anticipate or predict 
likely outcomes from the facts presented in the selection. This ability de- 
mands summoning of the greatest power of thought available to the reader; 
it depends to a considerable extent upon his intellectual stature, his ma- 
turity, and experience. It requires him to go beyond the literal presenta- 
tion of the facts and to sense the significance of them. This process is 
referred to as “reading between and beyond the lines.” Teachers who do 
not allow children to deviate from “what the book says,” or who concern 
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themselves only with having children get the facts, or who present children 
with inane material which contains nothing of import in the lines, let 
alone between them, thereby contribute little toward the development 
of interpretive skills in children’s reading. 

Being able to interpret ideas and grasp their significance is a complex 
thinking, creative process. It demands a critical analysis of the ideas pre- 
sented, selecting only those which may be brought to bear on the problem 
at hand, and projecting these data into a more generalized framework. That 
this type of critical thinking is difficult even for the mature adult is not to 
be denied. Obviously, children in the elementary school are not going to 
master such skills, but they can be helped to make a good beginning. This 
can be done by helping children draw conclusions and state generalizations, 
by making comparisons, by suggesting relationships, by helping children 
sense the need for suspended judgment, and other similar experiences, 
Research in children’s thinking supports the view that reasoning and 
problem-solving abilities begin at about age three and develop continually 
with increasing age and experience. Stimulating experiences in critical 
thinking and problem-solving during the formative years of early childhood 
can do much to foster the growth of such skills throughout the life of the 
individual. The type of inferential thinking, problem-solving, and inter- 
pretive situations selected would be made, of course, within the limits of 
the young child’s maturity and experience. 

There will be many occasions when the teacher will be able to assist 
children develop the skills and abilities needed to interpret social studies 
materials. The following suggestions may be helpful. 


DEVELOPING INTERPRETIVE SKILLS AND ABILITIES 


1) In establishing purposes for reading or constructing work-study questions, 
be sure to include some items which require an interpretation of the facts 
presented in the selection. Questions dealing with such situations as these 
are helpful: 

a. Tell how one set of facts shows something else to be true. 

b. Have children list similarities and differences between situations 
studied. In community studies, for example, the children might be 
asked to list similarities in ways of living of people they are presently 
studying with ways of living of people in other communities. 

c. Have children respond to cause and effect situations. 

d. Ask children to predict what is likely to happen next or what might 
have happened in a situation had some of the circumstances been 
altered. 

e. Include why type questions more frequently than those which call 
for who, what, when, where, and how many. Ask for information 
which is not directly stated but can be inferred. 

f. Have children select the two or three most important developments 
which bear on the topic. 
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g. Have the children check the validity of selected passages of printed 
material, The textbook may not serve well for this purpose, but a 
newspaper or magazine article will often work admirably. 

h. Give children experience in selecting statements of fact and state- 
ments of opinion. Help them learn to distinguish between fact and 
fiction. 

Use literary materials to help the children develop a mental set or mood 
which is appropriate to the social studies topic under study. Children are 
likely to interpret materials more thoughtfully if they sense the hardships 
of a pioneer community, the heavy heart of a sorrowful President, the 
tenseness of an historical period, the enthusiasm of a young and growing 
nation. Children can gain such insights through the use of literary mate- 
rials now available in great abundance. 

Show and explain to children how the same set of facts can be used to 
arrive at differing and oftentimes opposite conclusions. This can usually 
be done with current affairs issues or with historical materials, Similarly 
the teacher may utilize current television programs which deal with con- 
temporary problems or with historical situations for this same purpose. 
Conduct lessons which concentrate on the development of interpretative 
skills and follow these with practice exercises containing social studies con- 
tent. 

Have children learn about the lives of authors or historical figures to un- 
derstand better their points of view or bias. 

Use reaction stories of the type in the American Council on Education’s 
Reading Ladders for Human Relations to sensitize children to their 
own emotional involvement in dealing with social problems. 

Spend some time acquainting upper-grade children with terms which are 
emotionally charged and tend to becloud critical reading and judgment. 
Upper-grade children can find examples of propaganda devices such as 
card stacking, glittering generalities, name-calling, transfer, plain folks, 
band wagon, boring from within, and trial balloon. 

Have children read, or in the case of primary-grade children, listen to 
selections for the purpose of deciding whether or not they would be suit- 
able for a dramatic skit, the theme for a mural, the basis of a construction 
activity, a choral reading situation, oral reading in a program presentation, 
or similar purposes, 

Allow children plenty of opportunities for telling what they think of 
material which has been read. This can even be done and should be done 
with the simple pictorial material used in the first and second grades. The 
teacher can stimulate the children’s thinking by asking questions such as, 
“Who do you think the man is who is talking to Billy?” “What do you 
think will happen when Daddy leaves?” “Why is everyone happy in this 
picture?” “What will the family do if it begins to rain?” “How do you 
suppose the children feel about that?” Social studies instruction would 
unquestionably be more profitable for children if teachers slowed the pace, 
covered fewer topics more adequately, and gave children many more op- 
portunities to do reflective and interpretative reading and thinking. 3 
Have children write or draw pictures of what they think is the meaning 


162 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


of certain selections or passages. This procedure will usually reveal to 
the teacher that children commonly misinterpret material which is pre- 
sumed to be simple and easy to understand. 


Learning to Organize Ideas 


THE highly factual nature of much social studies material makes it 
imperative that the reader organize what has been read in some meaning- 
ful manner, The skillful reader will be able to read a passage, select the 
main ideas, identify subordinate but related facts, arrange related ideas in 
a sequence, identify ideas which are relevant to the topic under considera- 
tion, and classify information appropriately. Unless the child is able to 
organize his thinking as he reads social studies, what he reads is likely to 
be little more than a mass of detail, lacking an understandable order of 
importance. 

The trend in elementary schools toward unified social studies programs 
makes teaching the child how to organize ideas doubly important. Each of 
the social sciences has its own system or systems of organization. For ex- 
ample, history may be organized around movements, periods, trends, 
chronology, or topics. Geography may be studied according to regions, 
physical features, economic factors, or by areas. When elements are selected 
from the social sciences and fused into a single study for elementary school 
children, as is done in the social studies, problems of organization become 
complex indeed. It is because teachers are unable to organize social studies 
ideas themselves that they sometimes find it difficult to teach a unified 
program. They may, for example, try to impose an historical pattern of 
organization upon a program of instruction which contains within it ele- 
ments of geography, sociology, or economics, and find this confusing. The 
first order of business is, therefore, that the teacher himself has a clear 
understanding of the logical arrangement of the material at hand. He will 
then be able to teach youngsters how to organize it for better understand- 
ing. 
The teacher should not find it difficult to plan experiences which will 
give children practice in organizing ideas. The following list of suggestions 
may help. 


EXPERIENCES IN ORGANIZING IDEAS 
1) In building readiness for social studies reading, acquaint the child with the 
organizational pattern of the material: 

a. Point out the use of paragraph headings, italicized words, marginal 
notes, boldface type, and other features of the selection which aid in 
organizing the ideas presented. y 

b. Give children specific instructions to select the main ideas, the topics 
of paragraphs, or to list the order in which events occurred. 
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c. Review and discuss with the children material which was read pre- 
viously and followed a similar pattern of organization. 

d. Have children page through the material quickly and encourage them 
to ask questions relative to the manner in which the material is or- 
ganized. 

e. Make sure children understand the organization and structure of the 
entire book used—how it is divided into units, chapters, sections, etc, 

Have children write summary statements indicating what they believe to 
be the most important ideas contained in the selection read. In the primary 
grades this may take the form of a group enterprise with the teacher writing 
the summary statements on the blackboard or on a chart. 

If the material follows a sequence, the children may be asked to write the 
events in the order in which they occurred. Or, the teacher may have the 
events written on the blackboard and children be asked to number them 
in the order in which they occurred. With primary children, this again is 
likely to be a group enterprise with the teacher asking, “What was the very 
first thing that happened? What happened next? Are you sure? Do you 
remember . . .?” As the children relate the events in the proper order, the 
teacher writes them on the blackboard. 

When a selection consists of several parts, the children may be asked to 
suggest subtitles for the various sections. If these are already labeled in the 
reading, the teacher can instruct the children to “Think of another title 
for the part called ‘The Valley of the Sun’.” 

In highly factual accounts, the children may be asked to state specifically 
the facts presented. For example, they may be asked to list the persons who 
are involved in the production and marketing of milk; write the names of 
the five most important cities mentioned in the article; give the uses of 
cotton which the selection describes. 

As children become familiar with outlining procedures, they may be asked 
to write the most important ideas and under each one write related but 
less important ideas. y 

From time to time give direct instruction on the skills of organizing mate- 
tials and follow these with appropriate practice exercises. These may deal 
with finding the main points, recognizing sequence, making a summary 
statement, separating details from key ideas, etc. k y 
Identify children who are having an unusual amount of difficulty in organiz- 
ing ideas and give individual help as necessary. The teacher will first want 
to diagnose the specific nature of the child’s problem. What specific prob- 
lems of organization is the child experiencing? Is he not able to identify 
ideas? Does he miss supporting details? Does he not understand the struc- 
ture of the book? Is he unable to find the topic or thought of paragraphs? 
When the difficulty has been pin-pointed, the teacher directs his teaching 
efforts toward the removal of the specific difficulty. 

Teach children how to make notes on what they read, encourage children 
to keep notes on their research activities and discuss these with them. An 
inspection of the notes a child makes on his reading will help keep the 
teacher posted on the progress he is making in organizing social studies 
ideas. 
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Understanding Word Meanings 


THE vocabulary load of social studies reading material is undeniably 
heavy. It is one of the major causes of poor comprehension and faulty read- 
ing in social studies. Even with the more careful grading and attention 
which contemporary authors have given to word difficulties, the social 
studies vocabulary remains a stumbling block for many children. Although 
a degree of simplification is possible, it is perhaps true that there are def- 
inite limits beyond which the use of a specialized vocabulary cannot be 
avoided. If one is speaking or writing about social studies concepts, he 
is forced to use the vocabulary appropriate to that field. This is not alto- 
gether undesirable if the teacher accepts vocabulary development as one 
of the goals of the total social studies program. The same situation exists 
in other areas of the curriculum; the child must learn the language associ- 
ated with arithmetic, science, art, music—all of which have their own pe- 
culiar words, terms, or phrases. Vocabulary development in each of the 
curricular areas, therefore, must be one of the outcomes of the instructional 
program in all phases of school work. 

The teacher can be most helpful to the child in assisting him with word 
difficulties if he understands the nature of the word difficulties to expect. 
The following is a discussion of some of the types of words which cause 
difficulty for many children. 


TECHNICAL WORDS These are words, terms, or expressions which 
are peculiar to social studies and will not be found when reading se- 
lections from other organized fields of knowledge. One cannot read social 
studies materials with understanding unless one has a grasp of its technical 
language. Technical terms are found less commonly at early grades but be: 
come evident in increasingly greater numbers as the child moves into the 
material written for middle and upper grades. Examples of technical words 
are these: veto, meridian, frontier, latitude, longitude, legislature, polls, 
franchise, temperate, plateau, hemisphere. 
More often than not the meanings of these words cannot be obtained 
through contextual clues. If children are to understand them, the teacher 
must take time from unit activities and teach them directly. 


FIGURATIVE TERMS Figurative expressions are those which have a 

different connotation from the literal meaning usually associated 
with the words themselves. They are confusing to the young child because 
he is likely to visualize the literal meaning rather than the metaphorical 
one which is intended. These words and expressions are used extensively in 
social studies because they are vivid, colorful, and effective. The teacher 
must make sure the children understand them in order to avoid mistaken 
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visual imagery and, therefore, mistaken and inaccurate understanding of 
the intended meaning. Examples of figurative terms are these: political 
platform, soil bank, cold war, a closed shop, Iron Curtain, log rolling, ba- 
nana republics, open door, etc. Newspapers commonly use such expressions 
as a basis for headlines and cartoons, thereby placing additional emphasis 
upon their literal meaning. The child may have seen the Iron Curtain 
represented in a cartoon as a huge iron wall and recalls that representation 
as he reads his social studies material where the term is used. 


WORDS WITH MULTIPLE MEANINGS It is well known that some 

words have a number of different meanings, the appropriate one 
depending upon the context within which the word is used. ‘The reader is 
always in difficulty when he is familiar with one meaning of the word and 
finds it used in a situation where its intended meaning is different from 
the one with which he associates it. Children in the United States, for 
example, think of the term “state” as meaning a political subdivision of a 
sovereign nation. To them a “state” means Oregon, Wisconsin, Indiana, 
Georgia, or any of the other 50 states. It is easy to understand why the 
child is confused when he reads about the “states of western Europe.” To 
him these are not “states,” they are countries! Similarly, most American 
children associate the term “minister” with the clergy and interpret terms 
such as “prime minister” or “foreign minister” to mean church officials. 
Frequently, the pictures the children see of these officials strengthen their 
misunderstanding because the dignitaries are shown in formal dress with 
long dark coats and hats resembling men of the cloth. Other examples of 
these words are: cabinet, belt, bill, chamber, mouth, revolution, fork, 
range. 


a SPECIALIZED CONCEPTS UNFAMILIAR TO THE CHILDREN Social stud- 

ies materials frequently include specialized concepts which are 
strange to the pupils since an extensive background of information is 
required in order to understand them. They may be figurative terms as 
well, which adds to their complexity. It happens that some terms included 
in this category require a degree of maturity seldom found in children of 
elementary school age, yet they appear in the reading material of the 
social studies. Time and space concepts are good examples of this. There 
is considerable research evidence to indicate that children have been intro- 
duced to time concepts much too early in their school programs. Perhaps 
more effective learning would take place if the introduction of such con- 
cepts were deferred at least until the late middle or upper grades. Other 
examples of words, expressions, and concepts which may be classified as 
specialized and unfamiliar to children are these: mountainous, wasteland, 
balance of power, self-rule, capitalism, democracy, nationalism, civilization, 
century, ancient, decade. The meanings of many of these words and expres- 
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sions require years of experience and teaching before they are learned, and 
in some cases may never be fully understood. For most persons understand- 
ing of them will broaden and deepen with extended experience and greater 
maturity. 


TERMS PECULIAR TO A LOCALITY Each section of the country has 

its own peculiar set of expressions which are not in common use else- 
where. In most cases these expressions are known to outsiders, but are not 
used by them. There are a few terms, however, which are neither used nor 
understood by those living outside the locality. It is this group of words 
which may be confusing when they appear in social studies materials. The 
term “truck” is sometimes used in social studies to mean trade; the child 
may interpret the word to mean a motor vehicle or, in some sections of the 
country, to keep company. (“I'll have no truck with him.”) In certain 
sections, the term “meeting” means a religious gathering rather than the 
more general meaning of a gathering of persons for any purpose. Other 
examples of this type of word are: borough, gandy, draw, coulee, right (con- 
fused with “right good”), prairie or section (confused with section of land), 
and run. The teacher must alert himself to expressions and words which 
may have a special meaning in a specific locality and ascertain as well as 
teach the meaning intended in the social studies material under study. 


CONFUSING ONE WORD WITH ANOTHER A child in western Minne- 

sota is familiar with the feeding habits of pheasants since this bird is 
plentiful in that part of the country. He knows that after the fall harvest, 
the birds are frequently seen picking up the remaining grain which has 
been left unharvested or wasted in the harvesting process. In his social 
studies text he reads about the peasants of eastern Europe who, in days 
past, would comb the grain fields picking up the unharyested or wasted 
grain. He misreads the word peasants and substitutes pheasants, obtaining a 
completely erroneous mental picture of what is involved. Moreover, be- 
cause of this error he continues to misunderstand the entire passage and 
complains that it does not make sense. 

Every reader has at some time or other made the mistake of confusing 
one word for another and has found the material lacking “sense” for him. 
A more careful rereading may make it more intelligible; a discussion of the 
passage with another person is almost certain to clarify the meaning. Social 
studies materials contain many words which are similar in appearance to 
other words and are easily confused if the child depends too heavily upon 
the general configuration of the word as a recognition technique. While 
this technique is a desirable one for the child to have in his repertory, he 
must also be taught to get meanings of words through the use of contextual 
clues. Examples of other words which are commonly confused are these: 
alien for allies, principal for principle, longitude for latitude, executive for 
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execution, conversation for conservation. As a matter of procedure the 
teacher would be well advised to teach meanings of words which are easily 
confused at widely separated times. To teach them simultaneously almost 
guarantees that the child will confuse one with the other. 


HELPING THE CHILD BUILD WORD MEANINGS The one single best 

way to help children with word difficulties in social studies is for 
the teacher to anticipate the difficulties the children are likely to have and 
make appropriate adjustments before they are placed in the reading situa- 
tion. When this is done, however, words and terms should be presented 
in the context of a phrase or a sentence rather than being presented in isola- 
tion. The exact manner in which this is to be done will, of course, vary from 
one situation to another but the following procedures have been used with 
success by many teachers: 


PROCEDURES FOR TEACHING WORD MEANINGS IN 
SOCIAL STUDIES 

1) Writing key words and phrases on the blackboard and discussing their 
meanings prior to the reading. 

2) Having children keep lists of words they do not understand and securing 
help from the class or from the teacher in establishing their meanings. 

3) Observing the manner in which children use social studies words in their 
oral reports, class discussions, and written material. This will give the 
tcacher a clue to the words which may need explanation and clarification. 

4) Having children write synonyms to social studies terms periodically to 
check on the extent to which words are being understood. 

5) Encouraging children to get meanings of words through context. Since 
social studies materials contain words with multiple meanings, figurative 
terms, and words easily confused with others, the need for depending 
upon contextual clues is manifest. y ’ 

6) From time to time holding class discussions to bring out various meanings 
and derivations of words. This procedure helps condition the child to 
the variations in word meanings as well as building his interest and curi- 
osity in them. 

7) Using visual materials to add meaning to terms which may be encountered 
in reading. This is standard procedure in clarifying word meanings. Even 
dictionaries—books solely devoted to explanation of word meanings— 
include many diagrams, pictures, and charts to clarify meanings. Teachers 
might well follow this example and use visual materials generously in help- 
ing children develop word meanings in the social studies. ; 

8) Providing many firsthand experiences to enrich meanings for children. 
As previously stated, all meaning obtained from reading is based upon 
previous experiences with reality. The greater the experience background 
of the reader, the greater is his capacity to gain meaning and understanding 
of new material. Teachers can assist in this respect by taking the children 
on field trips which are related to the unit, bringing real objects to class, 
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or engaging children in activities within the classroom which will give them 
the desired experiences upon which to build meanings of new words, terms, 
and expressions. 

9) Having much reading material available to the child to enable him to read 
widely. Wide reading has a favorable effect upon vocabulary growth, for 
the child encounters the same words in a variety of settings and thereby 
acquaints himself with their various shades of meaning. 

10) Developing a wholesome attitude on the part of the children toward the 
use of the dictionary. This can usually not be accomplished by making 
the response, “Go look it up,” each time a child inquires about the mean- 
ing or spelling of a word, Rather, the children should be taught the 
use of the dictionary, have dictionaries easily available to them, and have 
a good example in the teacher’s use of that reference. In the primary 
grades it is helpful for children to make their own “dictionaries” of new 
words learned in connection with a social studies unit. Children may 
bring magazine pictures from home to illustrate the words in their dic- 
tionary. 

11) Making full use of the helps for vocabulary development which appear 
in the text or other books which are used. These include not only the 
glossary or word list, if there is one, but the pictures, maps, graphs, charts, 
and other visual material which accompany the printed material. 


Locating and Utilizing Reference Materials 


THE social studies cover vast areas of knowledge and no one single 
book or reference can be expected to do more than present a small seg- 
ment of the many facets of social studies topics. Furthermore, much of the 
social studies content is of a highly factual nature, making it impossible 
for any one person or any one book to “have all the facts.” Consequently, 
there is need for the child to learn to locate and utilize many references 
and sources for the purpose of study and research in the social studies. 
It is perhaps more important for the citizen to know how to utilize various 
sources of information than it is for him to amass a great amount of factual 
data which are used infrequently and which become obsolete quickly. 

Social studies units should make use of a wide variety of reference 
material. The value of such references depends not only upon their availa- 
bility but also upon the ability of the children to make wise use of them. 
The teacher's responsibility in this respect is, therefore, twofold: (1) teach- 
ing children which references to use for various purposes and (2) how to 
use the reference efficiently once it is found. These are continuing responsi- 
bilities of the social studies program and cannot be taught once and for 
all time in any one grade or any one year. A beginning will be made in the 
primary grades of the elementary school, but the child will continue to 
extend and refine his ability to use references throughout high school, 
college, and life outside of school. Instruction usually will begin as soon 
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as the child develops a degree of independence in his reading which will 
allow him to make use of printed material on his own. 

The reference materials which will be used in the social studies may be 
grouped meaningfully as follows: 


BOOKS MISCELLANEOUS MATERIALS 

Textbooks Advertisements 
Supplementary reading books Magazines and periodicals 
Picture books Recipes 
Biographies City and telephone directories 
Historical fiction Labels 

Guidebooks and tourbooks 

Letters 

SPECIAL REFERENCES fava falda 

Encyclopedias Postcards 
Maps and globes Newspapers and news clippings 
Atlases Comic books 
Dictionaries Pictures 
World Almanac Schedules and timetables 
Charts and graphs Pamphlets and booklets (such as those 
Yearbooks from the Information Services of 
Legislative Manuals foreign countries, Supt. of Docu- 
Who's Who in America ments, Conservation Departments, 
Junior Book of Authors Historical Societies, Art Galleries, 
Statesman’s Yearbook etc.) 


Weather reports 
Manufacturers’ guarantees and warran- 


REFERENCE AIDS ies 
Card catalogue Money, checks, coupons for premiums, 
The Reader's Guide receipts 


i 

It is evident that much of the instruction given on the use of references 
will have to be specific to the particular resource used. For example, one 
uses the World Almanac differently and to obtain different information 
than one does the atlas or a tourbook. Moreover, the references may be 
utilized at varying levels of sophistication. The library may be used by 
primary-grade children under teacher guidance to get books, look at maga- 
zines, or to have stories read to them, while uppergrade children should 
be able to use the library independently, making use of the card catalogue 
and locating books themselves. The use of the various references should 
be taught as the need for them arises in the social studies at a level which 
is consistent with the level of the child’s understanding. The teacher will 
want to make a careful study of the special skills needed to utilize each 
of the resources correctly in order to instruct children properly in their use. 
A full treatment of the specific skills needed by the pupil in order to use 
references is outside the scope of this book, but the teacher will be able to 
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find such information in any standard work dealing with the teaching of 
language arts or reading. Insofar as the social studies are concerned, the 
following suggestions will be helpful: 


LEARNING TO USE REFERENCES 
IN THE PRIMARY GRADES 


1) Acquaint the children with the school library and provide pleasurable 
experiences for children with this facility by having them look through 
books, check out books, look at magazines, and have stories read to them, 
Enlist the help of the librarian if there is one. 

2) In units on the market, harbor, post office, trains, farm, airport, and 
similar topics, provide a reference corner or table which will be well 
stocked with easy reading and picture books related to the topic. 

3) Get in the habit of saying, “Let’s look it up!” when there is a question 
which needs answering. “Looking it up” may mean comparing a sea 


Pupils can utilize ideas gained through reading in pursuing other unit activities. 


COURTESY OKLAHOMA CITY PUBLIC SCHOOLS 
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4) 


shell which a child has brought with the picture of one in the book 
of shells, finding out whether we eat the roots, stems, or leaves of 
broccoli, finding out about the different kinds of boats and their uses, 
and hundreds of other questions which children wonder about during 
the course of the unit. It is helpful to have an encyclopedia handy for 
this purpose. Not all children will be able to use it, but its presence and 
use by the teacher provides an excellent means of developing positive 
attitudes towards reference materials. 

Familiarize the children with the general make-up of standard text- 
books. They learn in first grade that books have titles; they learn to use 
page numbers; they are taught that stories or sections of their books 
have titles. Gradually, in second and third grades they become more 
capable in their use of the table of contents as a means of finding a 
particular story. Provide many incidental references of this type in the 
regular course of instruction as well as direct teaching as children are 
ready for it. 

Identify the children who are progressing rapidly in reading and teach 
and encourage them to use references such as the encyclopedia, maga- 
zines, pamphlets, and other material from which they can profit but 
which may be too complex for the majority of the class. 

Give children experiences in helping to locate materials—finding appro- 
priate pictures, stories, or sections of books which relate to the social 
studies topic. 


IN THE MIDDLE AND UPPER GRADES 


1) 


3) 


4) 


Make certain children know how to use the various parts of a book, 
namely: 

. the title, copyright page, preface 

. table of contents 

. list of maps, tables, illustrations, figures 

chapter and topic titles or headings 

marginal notes and paragraph headings 

footnotes 

index 

. glossary 

appendix 

Take time to review or teach directly the skills needed to use a book 
and provide some practice in the application of these skills. 

Take time out to teach children how to use the library, card catalogue, 
the Readers Guide, or other aids which are used for the purpose of 
locating information. Provide children with some practice in their use 
in addition to the functional situations in which these aids are used. 
Teach the various skills needed to use each of the special references— 
encyclopedia, World Almanac, atlas, etc. Provide for practice as well 
as application in purposeful settings. | ite 

Plan social studies activities which make necessary the utilization of a 
wide variety of references. The results of such research may be used 
to plan and present reports, explain a map, prepare a dramatic skit, 
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construct a model, contribute to a discussion, prepare a written report, 
and others. 

5) Have children browse through the library and other sources to locate 
material which is appropriate for the unit under study. 

6) Teach children how to identify key words in using reference material. 
Children may know how to use the references but not know what to 
look for with regard to the information they are seeking. 


> 


If teachers regard the teaching of reading as something which is done 
in three small groups during the reading period and ignore the reading 
needs of children during the remainder of the school day, they may expect 
children to have many disappointing experiences reading social studies 
materials. The feeling that children learn to read on the one hand (as in 
the basic reading program) and read to learn on the other (as in the social 
studies, for example) is not an entirely correct concept of reading growth 
and development. Actually, these two processes occur simultaneously; the 
child improves his reading ability as he reads to learn. The child can 
extend and improve his reading skills and abilities quite apart from the 
basic reading program as he uses reading for a variety of purposes. In the 
case of the social studies, the child’s growth in the reading skills and 
abilities may not occur at all or, at best, in a circuitous manner, if his 
reading is left unguided. The teacher can ensure reading growth by pro- 
viding instruction in the reading skills and abilities which are needed in 
dealing with social studies content. 

The teacher’s responsibility with respect to the problem of reading in 
social studies, therefore, goes beyond the matter of providing suitable ma- 
terials in an adequate amount. It is evident that intelligent reading in this 
area demands the use of specific reading skills and abilities and that these 
must be taught along with the understandings, attitudes, and other skills 


of the social studies. As more attention is given to the development of 


those abilities and skills, it will become increasingly possible for children 
to use reading as a helpful tool for learning in the social studies. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


1) Prepare a daily plan which calls for the use of a wide variety of reading 
resources of varying levels of reading difficulty. 


2) Can you add to the list of suggestions for developing each of the reading 
skills discussed in the text? 

3) Develop specific reading exercises designed to give pupils practice in using 
the reading skills discussed in this chapter. Should material for such 
practice exercises logically come from reading done in connection with 
unit study? 

4) Do you think comprehension and interpretation should be separated as 
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they are in the text or is interpretation a facet of comprehension? Could 
one have a high rate of comprehension and interpret very little of what he 
reads? 4 


5) Which of the reading skills discussed in this chapter would be the most 
difficult to teach to young children? Why? 


6) Can you add examples of the various types of word difficulties which are 
discussed in the text? 


7) What particular terms, words, or phrases are peculiar to the locality in 
which you live? Are any of these related to social studies concepts? 


8) What specific skills must the child have in order to use each of the special 
references effectively? 


9) In what ways are interpretive skills in reading and critical thinking sim- 
ilar? Might such reading be called “creative” reading? How does it re- 
semble problem-solving procedures? 


10) Examine three or four social studies textbooks for a grade in which you 
have an interest. Note the manner in which the content is organized and 
presented as well as the features of the book which are intended to aid the 
reader in organizing the ideas presented. 


11) Read a portion of a social studies textbook and pick out words, terms, 
and expressions which might cause difficulty for the young reader. 


12) What specific teaching procedures and practices tend to discourage pupils 
from making use of a wide variety of references? 


13) Secure a textbook for any grade above third. Select 10 consecutive pages at 
random from some section of the book and do a careful word by word 
reading of these pages noting all quantitative concepts. Categorize these 
according to definite and indefinite references to time, space, and object 
quantities. Do you find a rather heavy loading of such concepts? What 
effect does this have upon reading comprehension? Do you find a close 
° relationship between these concepts and those taught in the arithmetic 
program for that grade? Should time be taken to clarify these concepts? 


Is this frequently done? 
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CHAPTER 7 


Developing Skills Needed in 
Group Situations 


The normally healthy person spends much of his time in group 
situations both as a child and as an adult. Americans particularly are known 
throughout the world for their affinity for group enterprises and are char- 
acterized as “joiners.” People find security in groups and use group life 
to solve most of their problems. Cartwright and Zandor call attention to the 


importance of groups in human activities as follows: 


Whether one wishes to understand or improve human behavior, it is neces- 
sary to know a great deal about the nature of groups. Neither a coherent 
view of man nor an advanced social technology is possible without depend- 
able answers to a host of questions concerning the operation of groups, how 
individuals relate to groups, and how groups relate to larger society." 


One of the major objectives of elementary school programs is to help chil- 
dren develop those skills which will enable them to function in group 
settings and contribute to group undertakings. These are complex skills 
because they deal with the interactions of individuals; the dynamics of 
cooperative group effort in the solution of common problems. Since the 
social studies deal with human relationships, this area of the curriculum 
has a major contribution to make toward the development of various group- 
work skills. 

The term “group” as used in social psychology means something more 
than a collection of individuals. Krech and Crutchfield, for example, define 
a group as a term which “. . . refers to two or more people who bear an 
explicit psychological relationship to one another. This means that for 
each member of the group the other group members must exist in some 
more or less immediate psychological way so that their behavior and their 
characteristics influence him.” ? The presence of this “psychological rela- 
tionship” causes groups to develop a solidarity, a unity or cohesiveness 
resulting from working and thinking together in the resolution of problems. 
In this sense, a fourth grade class at the beginning of a school year might 
be considered only an aggregate of individual children assigned to a particu- 


1Dorwin Cartwright and Alvin Zandor, Group Dynamics Research and Theory, 
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lar room because of similar chronological ages. It is in a true sense a 
class rather than a group. This class of individuals may develop into a 
group as the year progresses and the children develop feelings of be- 
longingness to the class, identify with it, develop an esprit de corps, and 
grow in their concern for the welfare and success of the class. It will be a 
group to the extent that the actions of individuals are influenced by other 
members and the extent to which the behavior of individual members 
affects the group. Do individual children, for example, put forth the 
extra effort to conduct themselves in an exemplary fashion when the class 
is taking a field trip because they are interested in upholding the group's 
reputation in this respect? Similarly, is it a matter of group concern if 
some child or children are unthoughtful, inattentive, or disruptive on such 
an occasion? In some classes a group feeling does not develop quickly or 
easily, perhaps not at all. In others, it begins to grow and develop from 
the first day. Classes differ in this respect because of differences in teachers 
and their skill in developing group feeling, because of the personality of 
individual members, and because of the lack of skill on the part of individ- 
ual members to solve problems through group action. 

It has been only within the past fifteen to twenty years that the theory 
of group dynamics has been subjected to serious experimental study, but 
during this short period a considerable amount of insight has been obtained 
concerning the structure of groups, how they function, their processes, and 
the conditions under which groups are productive. As more of this research 
is published and becomes known to teachers, additional principles of group 
processes will be applied to classroom situations—particularly in the area 
of the social studies. 


Setting a Desirable Atmosphere 
for Human Relations 


CHILDREN and adults become members of two quite different groups. 
The first of these are the groups which one joins voluntarily and may leave 
when and if one desires. Most club groups fall into this category, as do 
play groups, children’s “gangs,” and various social groups. One joins them 
because he shares a common problem with others, there exists a mutual 
interest among members, or because he finds the association with other 
members to be a pleasant or profitable experience. In other words, he joins 
because membership in the group can fulfill some physical, social, or per- 
sonal need, As long as he finds the association satisfying (fulfilling his 
needs), he continues in active membership or maintains a desire to con- 
tinue active membership. If the member cannot fulfill his needs through 
participation in the activities of the group, he lets his membership lapse 
or simply withdraws from participating in the life of the group. The mem- 


l 
| 
i 


Developing Skills Needed in Group Situations 177 


ber himself decides whether or not he chooses to identify with the group. 

The second type of group is that in which membership is required and 
from which one may not or cannot withdraw without suffering serious 
consequences. The family, in some cases the church, and the school are 
examples of this type of group. The fact that the class represents a group 
from which the child cannot withdraw voluntarily has significant implica- 
tions for the classroom teacher. It extends into such matters as the kinds of 
controls the teacher may exercise over members of the group, the types 
of behavior which are rewarded, the methods of obtaining status, the tasks 
which members are asked to perform, the kind of competitive situations 
in which members are placed, and the over-all classroom climate which 
prevails. 

While membership in school groups is legally involuntary, the teacher 
should approach the teaching task as if the pupils did have the opportu- 
nity to withdraw if they so desired. Pupils do, in fact, withdraw from class 
groups, perhaps more frequently than teachers suspect. They do not leave 
physically, to be sure, but they can and do withdraw intellectually and 
psychologically from actively participating in the life of the classroom. 
Active membership in a class group, therefore, is a function of need satis- 
faction just as it is in the case of active membership in voluntary groups. 
Good elementary classrooms provide an atmosphere in which children can 
satisfy their personal and social needs such as social recognition, prestige, 
status, security, sympathetic understanding, and others. This can best be 
accomplished within the context of a classroom operating on the principles 
of democratic leadership and control. 

The term “democratic classroom” is one which has been misunderstood 
and misused. In the name of democracy in the classroom, some teachers 
have abdicated their positions of responsible leadership, and children have 
heen given license to do almost anything. Under such conditions children 
are asked to assume responsibilities for which they are not ready, resulting 
in frustrating experiences for both the teacher and pupils. Without ade- 
quate supervision and guidance of learning, goals are vague; no one knows 
quite what to do. Such confusing circumstances contribute nothing to the 
satisfactory achievement of the learners, nor do they help children develop 
competence in social skills. It is unfortunate that such extremely permis- 
sive and completely nondirective procedures are thought to be the applica- 
tion of democracy in the classroom. 

A good summary description of democracy in the modern school has 
been prepared by Mork. Its simplicity in contrasting what democracy 
in the classroom means with what it does not mean should be helpful 
to the teacher in clarifying the types of procedures which delineate the 
character of a democratically functioning classroom. It merits careful 
study: 
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DEMOCRACY IN THE MODERN SCHOOL 


The following principles seem particularly pertinent to an examination of 
the definition and place of democracy in actual school practice: 


1) Democracy, while difficult to define in its entirety, is in principle the 
philosophy and practice of respect for the individual, a willingness to give 
consideration to the needs, points of view, and characteristics of all. 

a. Democracy enables and encourages each individual to develop to the 
highest level of his capacity, consistent with the corresponding wel- 
fare of others. 

b. Democracy implies that the group shall protect weaker individuals 
and minorities from harm and exploitation by the stronger, the ma- 
jority, or the unscrupulous. 

c. Democracy imposes upon all individuals the necessity to assume re- 
sponsibility for participation in democratic processes, to insure their 
function and perpetuation. 


2) Democracy is a learned process. Principles of the psychology of human 
learning therefore apply to the teaching of democracy, and it must be as 
deliberately taught as is any other school area. 

a. Goals are necessary, and these can be taught to pupils as an out- 
growth of the needs of the individuals and groups in a given school 
situation, 

b. Democracy is difficult to teach and difficult to learn, and its effective 
teaching is one of the highest challenges to any school and 
teacher. 

c. Experiences in democratic practices and in application of demo- 
cratic principles must be provided if pupils are to learn and under- 
stand democracy, and direction and interpretation of such experiences 
are the function of the teacher. ' 

d. Evaluation of progress must be an intimate part of the attempt to 
teach democracy to pupils. Self evaluation by the teacher and pupils 
is an essential part of this process. In addition the teacher as a mature 
adult and a professional person has the responsibility for constant 
evaluation of the development of the pupils, individually and as a 
group, in the matter of democratic understandings, attitudes, and 
practices, in proportion to their abilities, maturity level, and back- 
ground. 

It is impossible to anticipate all the opportunities for an applica- 
cation of democracy in the schoolroom. The following are general 
examples, listing some of the things which democracy in the class- 
room means, and some of the things which democracy does not 
mean. An attempt is made to make the list practical and brief, and 
to point up some of the common misconceptions concerning demo- 
cratic school procedures: 


— 


Developing Skills Needed in Group Situations 


N 


8) 


Democracy In The Classroom 
Means: 
establishing a reasonably natural 
and informal learning situation 
conducive to good work and study, 
based on a pleasant and courteous 
condition of mutual respect among 
pupils and between the teacher 
and pupils. 
living in the classroom according 
to teacher-guided group-formu- 
lated standards which recognize 
the needs of age groups and in- 
dividuals for physical movement, 
physiological needs, and controlled 
communication. 
providing opportunity and direc- 
tion for each child to develop ac- 
cording to his own capacity the 
skills and abilities which will en- 
able him to participate effectively 
in child and adult society. 


giving pupils opportunity to de- 
vote some of their time to study 
and experience in their individual 
areas and levels of interest. 

providing opportunity for creative 
expression and utilizing the inter- 
ests and abilities of all members of 


a group. 


providing many practical experi- 
ences in democratic procedures, 
such as electing, holding office, 
participating in committee work, 
accepting delegated responsibility, 
assuming necessary individual re- 
sponsibility, acceding to the will 
of the group, ete. 

appreciating and understanding 
people and ‘groups who are differ- 
ent from us in color, creed, cus- 
toms, and abilities. 

make 


teaching children to 
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Democracy In The Classroom 
Does Not Mean: 

1) permitting an aimless, undirected, 
noisy, or restless room situation 
marked by a lack of consideration 
for others, nor does it mean a 
tense, regimented, and artificially 
severe room atmosphere. 


2) doing what you wish whenever you 
wish, regardless of others, or of 
those in responsible positions. 


3) neglecting skill subjects to the ex- 
clusive development of “projects” 
or “activities” —learning and do- 
ing only those things in which chil- 
dren recognize and express an im- 
mediate interest—holding every 
child to the same level of achieve- 
ment. 

4) expecting all pupils to pursue the 
same course of action and respond 
uniformly at all times. 


5) imposing the teacher’s own ideas, 
methods, and procedures at all 
times, nor permitting domination 
of situations by individuals or 
groups. 

6) permitting the group to assume 
the responsibilities of the teacher, 
nor does it mean a willingness to 
enjoy the privileges of the democ- 
racy while avoiding the individual 
responsibility needed to make it 
succeed. 


7) ridiculing, belittling, or exploiting 
those who are different, nor re- 
moving the opportunities from 
such people even by “democratic” 
means. 

8) permitting children to make all 
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Democracy In The Classroom 
Means: 

decisions in a democratic manner, 
abiding by them, and accepting 
the responsibility for errors. 
sharing schoolroom equipment 
and accepting individual and 
group responsibility for materials, 
tools, etc., regardless of owner- 
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Democracy In The Classroom 
Does Not Mean: 

the decisions, nor having the 
teacher make all decisions and 
impose them on the group. 
permitting the pupils to use sup- 
plies and materials carelessly, 
wastefully, or without considera- 
tion for the needs and desires of 


ship. others.* 

In classrooms where democratic leadership is evident, one will find chil- 
dren developing an increasing responsibility for self-direction. The teacher- 
pupil relationship may be described as one of decreasing pupil dependency 
upon the teacher. The teacher will give guidance and direction when it is 
needed but will strive to make the group independent of him for control. 
In situations where the teacher increases the dependency relationship be- 
tween the pupils and himself, there is usually some evidence of disturbance 
when the teacher turns his back, when he leaves the room, or when a sub- 
stitute teacher takes over the class. This is one sign that pupils feel the 
responsibility for control lies primarily with the teacher rather than with 
the group, as it should. Good teachers help children establish responsible 
control by giving them many experiences in self-control and self-manage- 
ment commensurate with their age and maturity as a group. Establishing 
habits of group self-control, individual responsibility to the group, and a 
democratic classroom atmosphere are necessary and basic conditions for 
teaching directed toward the development of effective group-work skills. 


Organizing Subgroups for Social Studies 
Instruction 


wuEN the teacher organizes his teaching on the unit basis, there will 
be many occasions when the class group will be divided into smaller work 
groups. These subgroups may be organized in a variety of ways depending 
upon the ages of the pupils and the nature of the task to be performed. 
We refer, therefore, to social studies subgroups as being task-oriented; 
they are formed to do things that need doing. Because of the way social 
studies groups are formed, they tend to be relatively flexible and short lived. 
A committee may be formed to study certain aspects of a unit, such as 
finding out why pioneers moved westward. When the committee has 
obtained its information, achieved its goals, and reported back to the 


3 Gordon M. A. Mork et al., Unpublished material, Bemidji State Teachers College, 
Bemidji, Minnesota. Used by permission. 
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larger group, the committee may be dissolved and the members either join 
other groups or work on individual activities. 

Committee work or small group enterprises are very effective instruc- 
tional procedures in the social studies and have many values for children, 
It is in the small group that the children get experience with and develop 
skill in group processes. These experiences should begin in a limited way 
even as early as the kindergarten. In block play, for example, the teacher 
may let some children choose the things they wish to build with blocks. 
Some will want to build an airport, some a house, others a post office, 
others a supermarket, and so on. The teacher may then let each of these 
children choose two other children to help him build his project. The 
children proceed with the building and, when it is completed, tell the 
class or their teacher a story about their building. Early experiences in 
such block play will consist mainly of parallel play—three children may be 
building an airport but each is working to a large extent independently 
of the other two. As the year progresses, there will be more evidence of 
cooperative endeavor. Children become more conscious of what others 
in their group are doing and will plan their own contribution to the project 
in terms of the other children and the group goal. 

A good way to familiarize primary-grade children with small group 
work is to have committees responsible for various housekeeping duties in 
the classroom. Susan’s committee has the responsibility of keeping the 
library table neat, John’s committee is in charge of the game shelf, Bill's 
committee is responsible for the care of the aquarium, and Betty's com- 
mittee keeps the cloakroom orderly. These committees can be changed 
and rotated from time to time so as to include all the children in the room. 
Such experiences will help prepare children for the committee work which 
is done as a part of the instructional program itself. Small group enter- 
prises in the primary grades need very careful supervision and direction 
from the teacher. The goals or purposes of the group should be well de- 
fined, concrete, and easily understood. Materials needed for the group to 
do its work must be immediately at hand. Rules and responsibilities of 
working on committees are discussed, explained, and posted conspicuously 
in the room. All of this is done under the guiding hand of the teacher, who 
knows that children can learn the skills of group work only by working 
in groups. He does not expect mature group work from young children 
nor is he crestfallen if group work is not as productive as he would like 
it to be. He knows group-work skills develop slowly and gradually and 
require practice as do any other skills. . 

In the middle and upper grades, small group work becomes an increas- 
ingly greater part of the social studies instructional program. Committees 
or small groups are used to prepare reports, discuss topics, plan activities, 
do construction, art, or dramatics activities, write plays, gather resources, 
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interview resource persons, and others. Through direct instruction and ex- 
perience children will learn responsibilities of committee chairmen and 
committee members, and that the success of the group depends upon the 
initiative and cooperation of individuals within the group. 

Teachers who have experimented with small group instruction com- 
monly feel that group work breaks down either because some children 
within the groups do most of the work or because the children waste time 
and accomplish very little. This is characteristic of immature groups and 
is an indication that the children need more guidance in small group 
activities. Actually, a group has two types of tasks which it must carry out 
in any cooperative endeavor. The first of these may be referred to as 
achievement tasks and have to do with the purpose for which the group was 
formed—to prepare a report, to construct a mural, to organize a party, to 
obtain reference materials, to draw a map, to construct an animal cage, 
or whatever the project might be. It is important that members of the 
group have the appropriate skills necessary to carry through the achieve- 
ment task to completion. These skills are referred to as achievement skills. 
It would be unwise, for example, to send a group of fifth-graders to the 
library to find materials dealing with their unit entitled “Men Who Made 
America Great” if none of the children knew how to use the library for 
this purpose, Similarly, pupils who do not have well-developed reading 
skills should not be placed on group projects which demand a considerable 
amount of reading and research activity. The nature of the task assigned 
to a committee should be consistent with the ability of the individual 
members who comprise the group. Since the finished product presumably 
represents the combined efforts of all members, each must be able to con- 
tribute in some measure to its successful completion. 

The second type of tasks faced by a group may be referred to as sociali- 
zation tasks. These involve the use of skills needed in order to function as 
a group—organizing, selecting a leader, designating responsibilities, de- 
ciding upon controls, and various ways of working together. ‘They are re- 
ferred to as socialization skills. If, for example, the group sent to the library 
to find materials was unable to organize itself, plan how it was to go about 
its work, assign specific responsibilities, decide who was the leader, and 
how it would report its findings, its efforts would not be that of a group 
but rather that of individuals working independently. It would be trying 
to move in several different directions at one time, making progress as 
a group impossible. 

It is obvious that achievement tasks and socialization tasks are related, 
and one complements the other. If a group has inadequately developed its 
socialization skills it will not be able to accomplish its achievement tasks 
through group effort. It is in situations in which socialization skills are 
weak that the achievement task, or the work product, represents the efforts 
of only one or two members of the group. The remaining members have 
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perhaps wasted time, withdrawn from the group, or caused a disturbance. 
Similarly, if the achievement task is sufficiently well defined, the problem of 
working out the socialization tasks becomes somewhat easier. Under certain 
conditions, the teacher may wish to subordinate the importance of the 
achievement task simply to give children the opportunity to develop 
socialization skills. In this manner the children develop competence in 
socialization skills, and group work becomes more satisfying and productive. 
If a group cannot work through its socialization tasks adequately, their 
morale deteriorates, further causing members to want to withdraw from it. 
Serious-minded pupils may go so far as to ask the teacher to assign them to 
another group because “We aren’t getting anywhere in that group. The 
kids just waste time.” 

In organizing subgroups within a class, the teacher may find the follow- 
ing suggestions helpful: 


1) Defer group work until a firm control of the class has been established 
and until the work habits, capabilities, and special needs of individual chil- 
dren are known. Beginning such activities before the teacher is entirely 
secure with the group or before he knows where he might anticipate 
difficulty is likely to lead to unhappy experiences for both the teacher and 
the class. 

2) Begin group work slowly. Select responsible, key children for the first 
group and keep the group small—perhaps not more than five children. 

3) Sclect an achievement task which is simple, well defined, and one that 
the group is certain to accomplish successfully. 

4) Have the remainder of the class engage in individual work while giving 
guidance and direction to the smaller group. Either designate a leader for 
the small group or have the children choose a leader. Explain the nature of 
their responsibility and begin to discuss some of their special responsibilities 
when working in a small group. 

5) Have resource materials the children will need available for them. Later 
on, as they become accustomed to working in groups, they will be able to 
do this themselves. 1 

6) Meet with the small group every day for a few minutes before they begin 
work and again at the end of their work period to make sure things are 
moving along as planned. If possible have them make a progress report to 
the other, larger group during the summary and evaluation which should 
come at the close of each social studies period. \ : 

7) Give them specific help and suggestions in how to organize their work 
and how to present it to the class. 4 à ; 

8) Have their report to the class be short, concise, and interesting. Have 
members of the group explain to the class how they did their work as a 
group. Begin calling attention to some of the responsibilities of persons 
working in small groups. j 

9) Follow the same procedure with another group of children as soon as 
possible. Gradually include other children, selecting some who have had 
previous experience in group work and some who have not. Observe care- 
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fully the children who need close supervision and those who are responsible 
and work well in groups. This will help in placing children in work groups 
as the year goes along. 

10) After all the children have had an opportunity to work in a small group 
under close supervision, more than one group can work at one time. 
Eventually, the entire class may be able to work in small groups simul- 
taneously, When this is attempted, it should be preceded by a review of 
the standards of group work, goals should be clearly defined beforehand, 
and a careful evaluation should follow. 


FACTORS WHICH AFFECT GROUP WORK 


In order to help children become more productive in small group 
work, the teacher should be alert to the conditions which bear directly 
upon the functioning of small groups. Careful attention to each of the 
following factors will facilitate the effectiveness of small group endeavors: 


EXTENT OF TEACHER GUIDANCE IN HELPING CHILDREN LEARN GROUP 

PROCESS SKILLS This text has repeatedly stressed the need to place 
children in group-work settings if they are to learn group-work skills. How- 
ever, if children are only given the opportunity to work in groups without 
receiving instruction and guidance in how a group is supposed to go about 
its business, they may likewise not learn to function effectively in small 
groups. Simply dividing the class into small groups and assigning each group 
a task is not likely to help children grow in group-work skills. The teacher 
has important responsibilities in giving instruction and direction to such 
learnings. 

Before attempting any type of small group endeavor with children of 
any age the teacher should discuss with the class some of the responsibilities 
of persons when they are a part of a group. Children are quick to recognize 
and identify the factors which make for good group work. It is helpful it 
the teacher can summarize these and place them on charts which are posted 
in the room for the children to sce. These, then, become the standards for 
working in groups and can be used as evaluative criteria after the children 
have had an opportunity to work in small groups. Such standards would 
vary some depending upon the age of the children involved; but, in gen- 
eral, they might include any or all of the following: 


GROUP MEMBERS 
1) Help the leader carry out plans. 
2) Do your share of the work. 
3) Work without disturbing other group members. 
4) Ask other members for their ideas. 
5) Select only those ideas which help the group do its best work. 
6) Cheerfully take the jobs the group wants you to do. 
7) Make other members of the group feel welcome. 
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8) Be courteous; respect the ideas of others. 
9) Support the group’s decisions. 


GROUP LEADERS 

1) Help make everyone become a part of the group. 
2) Let everyone have his turn at the “good” jobs. 

3) Get ideas from all members of the group. 

4) Let the group decide which ideas are best. 

5) Keep the group moving to get its job finished in the best way it can. 
6) Keep from being “bossy”; be a leader, not a dictator. 

7) Help your group know what its job is. 

Some teachers find role-playing to be a valuable technique in teaching 
the skills needed in small group work. By selecting four or five children to 
serve as group members, the teacher can demonstrate to the class what it 
means to “help everyone become a part of the group” or any of the stand- 
ards which have been discussed. Similarly, he can demonstrate some of the 
responsibilities of group members. Likewise, some of the children can role- 
play various situations involving group work while the remainder of the 
class can profitably analyze the situation to determine why the group was 
functioning well or poorly. It is helpful to have children observe certain 
specific elements in the situation to be presented. For example, they might 
try to answer such questions as these: 


1) What did individual members do to help the group do its job? What did 
members do that did not help the group? 

2) What did the leader do to help the group get its job done? 

3) How did the group find out exactly what it was to do? 

4) Did the group use good resources in solving its problems? 

5) Did the group seem to be working together as a team? Why or why not? 

6) How could the group be helped to do its job better? 


Following the role-playing, the class can discuss the situation in terms of 
the specific points being observed. It may then be helpful to replay all or 
a portion of the situation to help children appreciate the forces at work 
in group situations. With young children it may be desirable to have an 
older group demonstrate such things as a domineering leader, an unco- 
operative group member, a member who wants only the choice tasks, the 
noncontributor, the irresponsible leader, the member who must always 
have his own way, the member who talks too much, and so on. In teaching 
group-work skills the teacher will want to do more than talk about what 
should or should not be done in group situations. Children really need 
an opportunity to see and experience “how it works” as well as an op- 
portunity to experiment and try their hand at doing productive group 
work. Role-playing can do much to sensitize them to the various subtleties 
and forces which come into play in small group situations. 
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SIZE OF THE GROUP The size of a subgroup within a classroom has 

considerable effect upon its productivity. If groups are too large there 
will be duplication of responsibilities, less opportunity for individuals to 
carry their share of the group effort, a tendency for some members to fade 
out of the group activity, and problems of management become more 
severe. On the other hand, if groups are too small, the collective talent of 
the group is restricted, demands upon individuals may be excessive, and the 
work product may represent little more than the effort of one or two 
individuals. 

In discussing group size, Thelen suggests the principle of “Least Group 
Size.” He says, “In general the principle would seem to be: the size of 
group should be the smallest group in which it is possible to have repre- 
sented at a functional level all the socialization and achievement skills 
required for the particular learning activity at hand.” * This implies that 
the size of the group is a function of the purposes for which it was 
formed and its objectives. The group must be large enough to have within 
it individuals who have the skills needed to make progress possible, yet not 
so large as to make group processes difficult if not impossible. 

In applying this principle to group work in the social studies at the 
elementary school level, it means that in general the groups will be kept 
small, possibly not more than three to five children and rarely more than 
six. The achievement and socialization tasks required of elementary school 
pupils are not of such complexity that they could not be handled by a group 
this size. If the groups are larger than the number suggested, the teacher 
may expect more socialization problems with a corresponding deterioration 
of the quality of the achievement tasks. In practice this is apt to mean 
time-wasting, rowdyism, or boredom. 


CLARITY OF THE GOALS Teachers would find group work to be more 

effective if they made certain that the members of the group clearly 
understood what they were expected to do. This is especially important 
with young children who require more direction and guidance than those 
who are more mature. It is not uncommon to find a class dividing into 
small groups in a social studies unit without a clear understanding of what 
is to be done within the small groups. As a consequence children begin to 
cause a disturbance, and the teacher is disappointed with group-work pro- 
cedures. 

Time spent in clarifying goals is time well spent since goals set the di- 
rection in which learning is to proceed. Before releasing a group for inde- 
pendent work, the teacher should check to make certain the children 
understand the purposes of the group and what is expected of it. A good 
procedure used by some teachers is to have the group write down its goals 


4 Herbert A. Thelen, “Principle of Least Group Size,” The School Review, Vol. 57; 
March 1949, p. 142. 
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COURTESY SEATTLE PUBLIC SCHOOLS 
Clearly defined achievement tasks enhance the productiveness of small group work. 


as a first order of business. Thus, everyone knows what is to be done and 
begins thinking about how he can contribute toward the attainment of 
those goals. The group may then begin organizing itself in terms of its 
objectives. 


STATUS OF MEMBERS WITHIN THE CLASS Within the classroom 
setting there develops a prestige or status system which reflects itself 
in the activities of the class. This status system involves every member of 
the class including the teacher. Under favorable classroom conditions the 
teacher is considered a high status member; in elementary classrooms he 
is usually at the top of the status scale. The pupils distribute themselves 
status-wise on a continuum ranging from those children who are generally 
well accepted and highly thought of by most members to those who are 
almost universally rejected by the majority of the class. 
Some insight into the status of various members of the class may be 
obtained informally by observing the children in and out of the classroom. 
These observations may be made in any situation where the children exer- 
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cise a free choice of partners they wish to play with or work with. The 
teacher may observe, too, whether the preference is a mutual one, or 
whether the child doing the selecting is simply attempting to identify 
with a high status classmate. It is also possible to obtain information rela- 
tive to the social structure of the class through the use of sociometric 
devices. More specifically sociometric data may be used to: 


) identify leaders within the class. 
2) determine the social status or social position of any child with respect 
to other children. 
3) spot in-groups, cliques, or rival factions within the class. 
4) locate children who are rejected by others. 
5) obtain information which will be helpful in arranging the classroom seating 
pattern, forming committees, work groups, play groups, etc. 


In certain respects this method has some advantage over the observations 
made of play choices of children, particularly if the child is asked to indi- 
cate the child or children with whom he would most like to work. Children 
apparently apply a separate set of criteria to those with whom they choose 
to play from those with whom they choose to work. This observation was 
made by Bonney who found that there were greater differences in the 
preferences of children for each other on the “work-with” than on the 
“play-with” criterion.’ Commenting on this finding, Thelen writes: “This 
suggests that it is easier to find acceptance in the play group than in the 
work group, possibly because the special skill which would make a person 
desirable in the work group may be an additional requirement over and 
above that of congeniality, or it might be so specific as to be quite rarely 
found; in either case the requirements for preference in the work group are 
harder to meet.” € 

In securing data for a sociogram, the teacher may begin at a time wheri 
children will be working in small groups. He presents the directions to 
the children unceremoniously as a means of soliciting help from them in 
finding out with whom they would most like to work. The specific direc- 
tions given the children might be as follows: 


During the next week we are going to be doing some work in small com- 
mittees. In order that everyone may do his very best work, I want each of 
you on a committee with boys and girls you most like to work with. To 
help me prepare for this, please write the names of the boys or girls with 
whom you would prefer to work. Place first, second, and third choices on 


5 Merl E. Bonney, “A Study of the Sociometric Process Among Sixth Grade Chil- 
dren,” Journal of Educational Psychology, September 1946, pp. 359-72- 

6 Herbert A, Thelen, “Engineering Research in Curriculum Building,” Journal of 
Educational Research, Vol. 41, April 1948, p. 586. 
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this slip of paper. I will use your choices to form the committees and no 
one else will see your names. 


The teacher then passes out the slips of paper upon which is reproduced 
a form as follows: 


My name‘ is’ E a e is a EON 

Boys and girls I would best like to work with on a committee: 
First choicest aar eana ee a EE ears 

Second choice 
Third choice 


While this form need not be followed exactly, it is essential that children 
understand exactly what is expected of them and know the reasons for 
making the choices. It is best if the need for making the request grows out 
of or leads to some classroom activity and the results subsequently are 
put to use in that activity. The whole procedure should be handled rou- 
tinely and in a matter-of-fact fashion. The teacher may vary the procedure 
and situation slightly each time he obtains such data in order to avoid 
causing a discussion of the matter by the children. It is not advisable for 
the teacher to ask children to indicate the pupils with whom they do 
not wish to work or those whom they dislike. Children may not have 
thought much about classmates they dislike or with whom they do not want 
to work. The request for such information is apt to suggest to the child 
that there are some pupils with whom he should not want to work or some 
whom he should dislike. This negative approach is not likely to produce the 
best results in terms of human relations within the classroom. 

Various methods have been devised to tabulate and diagram sociometric 
data. The use of a simple chart as shown in Figure 11 (p. 190) is a good 
way to begin the analysis. Each pupil’s name is listed vertically and hori- 
zontally, keeping the names in the same order in each case. The vertical 
column is used to check each child’s choice of other children; the hori- 
zontal column to check the number of times each child has been chosen 
by other children. Having ordered the data in this manner, the teacher may 
then proceed to construct a sociogram which can be used to gain additional 
insights into the social structure of the class. 

In plotting the sociogram, the teacher may wish to use a system of con- 
centric circles, placing the children who obtain the highest scores in the 
inner circle and those with the lowest scores in the outer circle. Various 
quartiles can be shown by placing 25 per cent of the class in each circle, 
ie, the class is divided and ranked in four groups. To place children in 
their proper position on this gridwork of concentric circles, a small circle 
is used as the symbol for a boy and a triangle represents a girl. In order to 
tell who chose whom, arrows ‘may be used between pupils represented on 
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Bob 
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Mary 
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Figure 11. Example of a chart used to tabulate first choices of children in response 
to a “work-with” question. Second and third choices could be tabulated on the same 
chart, using the numbers “2” and “3” to indicate each child’s preferences. Rows can be 
added at the bottom of the chart to show totals for second and third choices. A final 
row can then be added to show a grand total of all choices for all children. 


the sociogram as shown in Figure 12. Two arrows connecting pupils, but 
pointing in opposite directions represent mutual choices. Sometimes 
teachers prefer to use only arrows showing the choices of children without 
the use of concentric circles as represented in Figure 13. When groups are 
large, the lines, arrows, triangles, small circles, and concentric circles be- 
come such a complex labyrinth that the teacher may find it next to im- 
possible to read or interpret much of value from the confusing and baf- 
fling network. The use of a chart as suggested above may be more useful 
than the sociogram in such cases. 

It is well to remember that a sociogram yields information about a 
group at a specific time and for a given situation. Children’s peer relation- 
ships change frequently and for this reason it is recommended that socio- 
metric data be obtained at intervals throughout the year. This has the 
added advantage of the teacher being able to observe and assess changes 
in the structure of the group over a period of time. This will enable him to 
keep abreast of the special needs of children in their social relations. 

The status of individual members of a work group and the social struc- 
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The sociogram in Figure 12 places children receiving the most choices in the center 
of the diagram. The arrangement of the data in Figure 13 shows more vividly that the 
children’s first choices cluster about three children. 


ture of the larger, parent group is important because (1) children will be 


interested in and attracted to groups in which they enjoy prestige and ones 
which enhance their social worth, (2) it affects interaction within the 
small group, and (3) children have difficulty divorcing ideas and sugges- 
tions from the person who made them. Immature groups are likely to 
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adopt suggestions of high status members in preference to those of low 
status members even when the idea or suggestion itself has less merit. The 
teacher himself must exercise discretion in making suggestions to children 
because of the high status he enjoys—a “suggestion” being tantamount 
to a directive. It is in situations such as these that children have a genuine 
opportunity to exercise critical thought, subjecting each idea or suggestion 
to careful scrutiny and evaluating it on its own merits. The teacher must 
assume leadership in providing many opportunities for the group to evalu- 
ate its progress as a group. This can be done by setting up goals or standards 
for good group work and using them in appraising the progress the group 
is making. While each class should develop its own standards, certainly 
such things as “Do we respect everyone's contribution? Do we consider 
the value of ideas rather than the person who made them?” would appear 
on most lists. The ability to judge contributions on the basis of their worth 
rather than on the basis of who made them may be generalized to the 
extent that the child habitually disregards such nonessentials as race, color, 
and religion, but judges ideas solely on their merit. This represents a high 
order of critical thought. 

The teacher will want to give careful consideration to the matter of 
status in setting up work groups. While he will want to place children with 
others with whom they can work, the selection should not be left entirely 
to the children. When this happens high status children are selected first, 
leaving the low status children which no group wants. Even allowing chil- 
dren to choose the group with whom they wish to work is not entirely 
satisfactory. Possibly a combination of children’s choices and teacher 
placement is the best course of action, since the teacher knows the capabili- 
ties of each child and can make a sound judgment about how and with 
whom each is likely to work best and make the greatest growth. Some 
teachers find the assignment of low status children to group activities with 
high status children has the effect of helping the low status children obtain 
greater acceptance and prestige. A grouping of children which almost 
duplicates the “in-groups” and “out-groups” of a class rarely works out well 
because it does not make for good human relations within the classroom. 


MATURITY OF THE GROUP ‘The term “maturity” as applied to 

groups has two meanings. It may mean physical maturity of the 
members, or it may mean the degree of skill which a group has achieved 
in group-work situations. In this sense a group of adults may be considered 
an immature group if it lacks skill in group processes. Contrariwise, a group 
of nine-year-olds might be considered a fairly mature group if it had de- 
veloped skill in the processes attendant to group action. The maturity of 
a group is related to its past experiences in learning group process skills. 
A group of fifth-graders who have always worked as individuals within a 
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These young children are having experiences which will help them learn how to work 
ith others. 


class, sitting in straight rows, is not likely to be ready to do productive work 
in small groups until they have had an opportunity to learn the necessary 
socialization skills. Teachers lose sight of this when they experiment with 
group work occasionally and find that “it doesn’t work.” It doesn’t work 
because the pupils have not been prepared for it. 

Immature groups require a great amount of teacher guidance and direc- 
tion. Primary-grade children working in small groups should always find 
the teacher close at hand to help them over the obstacles and rough spots. 
Similarly, middle- and uppergrade children who lack experience and ma- 
turity in group work will require much help from the teacher. With classes 
of this type the teacher should institute group work gradually, beginning 
with procedures which are familiar to the children. Instead of dividing the 
entire class into group work at one time, the teacher might better begin 
with only one small group. This will make it possible for him to give the 
group the kind of guidance and assistance it will need. As the class is ready, 
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more groups can be added until the time when it becomes possible for 
the entire class to be engaged in small group work at one time. The prin- 
ciple of “taking children from where they are to where they are not” 
applies in group work as it does in any other school learning. It is simply 
not possible for immature groups to be entirely self-directed. 


SKILLS IN GROUP PROCEDURES 7 


Large Group Situations 


Example 1. Participating in Class Planning 
Each member helps to: 
Give suggestions for the group to consider. 
Listen to proposals from other group members. 
Interpret suggestions that other members make. 
Realize that not all suggestions can be accepted. 
Decide which proposals sound most promising. 
Consider alternative plans. 
Consider the kinds of records needed for guides. 


Example 2. Thinking Through Common Problems 
Each member helps to: 
Define the problem to be worked on. 
Raise questions for group to consider. 
Decide what questions will have to be answered. 
Keep group thinking on the problem. 
Decide when to use expert opinion and outside resources in making 
decisions. 
Decide when to secure majority vote. 
Get alternatives clearly before all. 
Decide what voting procedures are appropriate. . 
Decide when to delegate tasks to committee. 


Example 3. Organizing Plans for Action 
Each member helps to: 
Select activities most central to agreed plan. 
Determine responsibilities of group leaders and members of committees 
needed. 
Estimate people and materials needed for job. 
Determine number and size of committees needed. 
Determine assignments of committees. 
Decide on committee members. 
Choose people best qualified for particular jobs. 


1 San Diego County Schools, Social Studies Grades One Through Eight, Course of 
Study, San Diego, California: Office of the County Superintendent of Schools, 1958. 
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Plan work to make best use of individual abilities. 
Help set standards for job. 

Decide how to divide tasks. 

Decide on steps needed to get the job done. 
Consider materials needed. 

Explore sources of needed materials. 


Small Group Situations 


Example 1. Planning as a Committee 

Each member helps to: 
Talk over plans with other committee members. 
Present steps for action to group. 
Determine chairmanship responsibilities. 
Listen to suggestions of others in making plans. 
Decide what steps committee needs to take to get needed information. 
Decide how to keep records of committee work. 
Decide how to apportion time for the job. 
Determine responsibilities to be carried out. 
Explain committee plans clearly to others. 
Decide how to share results of committee work. 
Decide what to do when a plan fails. 


Example 2. Working as a Committee 
Each member helps to: 
Keep in touch with plans. 
Use records as guides to action. 
Find ways to resolve different opinions. 
Report progress and needs during planning-evaluating periods. 
Consider others’ feelings. 
Know what to expect from other committee members. 


o 
Evaluating Group Activities 


The group can: 
Judge success of work on basis of goals set up. 
Determine bases on which to judge committee effectiveness. 
Analyze ways tasks were carried out. 
Analyze satisfactions gained from the work. 
Consider future ways of working for greater efficiency. 
Decide how well tasks have been carried out. 
Decide when committee reports are adequate. 


Being An Effective Group Member 


Each member tries to: 
Stay open to suggestions from others. 
Present fresh ideas to share with others. 
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Explain reasons for disagreements. 

Not take offense at expression of personal feelings and opinions. 

Fulfill commitments accepted. 

Help to adjust plans when there are disagreements. 

Decide on what share to take in carrying out class project. 

Use courteous language and gestures. 

Make suggestions without offending other members’ feelings. 

Stand by agreements. 

Plan next steps after meeting success and failure. 

Know names of fellow group members. 

Know something about each member’s special interests and experiences. 
Decide how to apportion time for individual responsibilities. 

Decide when to accept special committee responsibilities. 

Decide which suggestions made in class to support. 

Decide when to give up own plans for group plans. 

Find what is involved in accepting task responsibilities. 
Decide when to withdraw suggestion in favor of others supported by group. 

Share materials. 


Serving as a Group Leader 


The group leader tries to: 
Keep members informed of group decisions. 
Think of possible ways to carry work forward. 
Help others remember group plans. 
Explain plans to others. 
Help all members to contribute. 
Delegate responsibility for work among committee members. 
Delegate responsibility for keeping records. 
Keep others’ thinking on problem at hand. 
Find ways to use special talents and interests of other group members. 
Get group concensus for agreements. 


MANNER IN WHICH GROUP WORK IS EVALUATED Part of the reason 

group work is at times ineffective is the feeling on the part of the 
children that it is not rewarded to the same degree that more formal 
aspects of classroom work are. This stems from the teacher's attitude 
toward the worthwhileness of group activities. If in the evaluation of unit 
work the rewards (recognition, praise, value statements, reports to parents, í 
grades, etc.) go only to those who do well in paper and pencil activities, the £ 
child is likely to feel that group activities do not count for much in the 
entire scheme of things. If he feels this way, the child is not likely to put 
forth his best efforts, since he will be more concerned with concentrating 
on those aspects of the unit which he considers most rewarding. Group 
work will be enhanced if the teacher regards it as an important part of 
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the instructional program and rewards appropriately those children who 
have done commendable work in group endeavors. 


Arriving at Decisions through Discussion 


one of the most widely used and most valuable techniques in social 
studies teaching is discussion. Its value lies chiefly in the fact that it repre- 
sents a type of intellectual teamwork, resting on the philosophy and prin- 
ciple that the pooled knowledges, ideas, and feelings of several persons 
have greater merit than those of a single individual. This is perhaps what 
the sage had in mind long ago when he coined the expression “two heads 
are better than one.” Discussion is a procedure used to arrive at a consensus 
regarding the solution of problems and is characteristic of democratic soci- 
eties. It is basically a problem-solving activity. 
Discussion may serve a variety of purposes in the social studies program. 
It may be used in laying plans for new work, evaluating progress, making 
decisions concerning future action, sharing information, obtaining and 
gaining respect for various points of view, clarifying ideas, or inspiring 
interest. It differs from debate and argument in that through discussion a 
group tries to arrive at new knowledges and understandings objectively 
while in debate or argument one is committed to defend an existing point 
of view. A contrast between discussion and argument is presented by 
Emerson: 


Discussion Argument 
Purpose: to find out the facts to prove you are right 
Method: asking questions making dogmatic 
statements 
Characteristics: cool and collected hot and bothered 
Results: new knowledge and strengthened preju- 
valid opinions dices, bloody noses, 
black eyes.® 


While discussion is an indispensable procedure in modern social studies 
teaching, argument should rarely if ever be employed in elementary school 
classes. 

Good discussion flourishes best in a permissive atmosphere where chil- 
dren enjoy status security. This necessitates careful guidance on the part 
of the teacher, who serves in the capacity of leader and guide. The teacher, 
of course, retains control of the class and is responsible for seeing that the 
discussion makes progress. He does not allow it to become sidetracked 


8 Mark F. Emerson, “Discussion vs. Argument,” Social Education, Vol. XVI, 
December 1952, p. 382. 
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into the consideration of irrelevancies. Discussions which wander from the 
topic or do not progress toward solution of problems are wasteful of class 
time. 

Since the strength of discussion is obtained from the information and 
viewpoint of all members of the group, it is necessary that all contribute 
to its progress. It is a thinking together process which breaks down if one 
member or group dominates it. It is the responsibility of the teacher to 
encourage the more reluctant children to participate since the group will 
profit by their contributions, too. While there cannot be a single answer 
to the question of what to do with the child who dominates the discussion, 
skillful teachers usually take care of the matter with a statement such as, 
“Jackie, you have given us so many good ideas today, and I know you 
have many more good suggestions, but we want to find out what some 
of the others think would be a good way to . . .” 

In good class discussions children should talk freely and voluntarily. 
There should be no set pattern of soliciting contributions nor should marks 
be given on individual discussion contributions. It will take a while to 
develop effective discussions since the skills needed develop gradually. The 
teacher should not be disappointed if his first few attempts at discussion 
seem to fail. If the procedure is begun gradually and the leadership and 
atmosphere are conducive to discussion, the children will make progress 
in developing skill in this important problem-solving procedure. 

As a part of the teaching process, the teacher and class should establish 
Standards or guides which characterize harmonious, productive discussion. 
For example, one participating in a discussion should: 


1) Listen attentively when others are speaking. 
2) Remain objective, not become emotional. 
3) Be open-minded, respect and accept the contributions of others, but think 
independently. 
4) Assume responsibility for contributing ideas. 
5) Prepare adequately for the discussion and be able to support his ideas with 
factual evidence. 
6) Speak loudly and clearly enough for all to hear, 
7) Not be offended when his ideas or suggestions are rejected by the group. 
8 pena the discussion; contributions should be stated concisely and 
riefly, 
9) Ask for clarification of ideas he does not understand; ask for evidence to 
substantiate statements. 
10) Recognize the problem of semantics in arriving at group decisions or in 
discussing a controversial issue. 
11) Assume responsibility for moving the group toward its goal; help keep the 
group from becoming sidetracked from the central issue. 
12) Have confidence in the ability of the group to come to a satisfactory deci- 
sion and support the decision of the group once it has been made. 
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Standards such as the ones listed above are not appropriately stated for use 
with children, but the ideas can be discussed and understood by them when 
stated more simply. It is generally more effective if children themselves 
contribute to the setting of standards. For example, children will state 
ideas, such as the ones listed above, in the following manner: 


1) Stick to the topic. 

2) Be considerate of others’ viewpoints and feelings. 
3) Use facts to back up statements. 

4) Ask questions when you don’t understand. 

5) Listen carefully while others are speaking. 

6) Let everyone have his turn. 


It is usually better to use positive rather than negative statements in de- 
veloping standards. It is more helpful, for example, to say, “Speak clearly 
and loudly enough for all to hear,” than to say, “Don’t mumble.” Positive 
statements help the child in knowing what to do, while negative state- 
ments tell him what not to do but suggest no alternative in the way of a 
more acceptable course of action. 

If possible, the standards for good discussion should be placed on a 
large chart in a conspicuous place in the classroom or written on the black- 
board, They can then be of value in reminding children of their responsi- 
bilities in a discussion and in serving as guides for evaluating progress in 
discussion procedures. From time to time during the year the teacher and 
children will want to review such standards and make revisions or additions. 

Many of the same principles and procedures used in group discussions 
involving the entire class apply to other forms of discussion procedure. 
The advantage of smaller groups lies chiefly in allowing for greater partici- 
pation by individual members. The teacher may find each of the following 
forms of discussion procedure helpful in social studies instruction. 


ROUND-TABLE Discussions A round-table discussion usually in- 

volves a small number of persons, perhaps no fewer than three nor 
more than eight. Its purpose is to share ideas in an informal manner in 
order to gain new insights, present several views on a problem, think 
through a solution to a problem, evaluate a procedure or product, or gen- 
erally air some problem needing further study. It requires someone to serve 
as a moderator who introduces the members of the discussion group, pre- 
sents the problem to be discussed, keeps the discussion moving, solicits 
comments from the discussants, keeps the group from getting bogged down 
in the discussion of unrelated points, and has the responsibility for sum- 
marizing results. The leader's role is one of guiding the group rather than 
dominating it. A permissive atmosphere needs to prevail and the presenta- 
tions are conversational rather than oratorical. 
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Round-table discussions can be used in the middle- and upper-grades 
by having a group of children discuss a problem before the remainder of 
the class or by dividing the class into several small discussion groups which 
function without an audience. It is perhaps best to use this procedure with 
one group at a time, either with or without an audience, until the children 
have learned how to participate in discussions of this type. It will be neces- 
sary for the teacher to introduce the procedure to the class, explain and 
demonstrate its purposes and the manner in which it works, Such points 
as the following need to be emphasized: 


1) Responsibilities of the moderator. 
(to be informed on the problem to be discussed, introduce the problem, 
keep the discussion moving, avoid having the group become sidetracked, 
ask members to explain more fully what they mean, avoid having mem- 
bers argue and quibble over irrelevancies, summarize and state conclu- 
sions. ) 

2) Responsibilities of members of the discussion group. 
(to be well informed on the problem to be discussed, especially some 
phase of the problem, speak informally avoiding arguing and quibbling, 
stay with the problem under discussion, have sources of information 
available, back up statements with facts, help group summarize its con- 
clusions. ) 

3) Responsibilities of the audience. 
(to listen attentively, withhold questions until presentation is com- 
pleted, ask for clarification of ideas, ask for evidence on questionable 
statements, confine remarks to the problem under discussion, extend 
customary audience courtesies to members of the round table.) 


Round-table discussions may be used for any of the following purposes: 


1) To discuss plans for a major class activity, 
2) To evaluate the results of a class activity, the merits of a film, a school 
assembly on citizenship, the decision of a student council, etc. 


3) To make specific plans, such as the best way to present the work of the 
class to the parents. 


4) To get facts related to the unit under study. 

5) To discuss current affairs. à 

6) To present differing views on a community problem or a school problem. 
7) To make decisions and recommendations to the class. (The student council 


wants to know how the grade feels about a new play schedule. A committee 


of five children discusses this problem and presents its findings and recom- 
mendations to the class. ) 


PANEL DISCUSSIONS A panel discussion is similar to a round-table in 
many respects, but there are also some important differences. The 
responsibilities of the moderator are approximately the same as they are 
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for the round-table, as are those of the participants. The procedure is some- 
what more formal than the round-table. It usually begins with a short 
statement or presentation by each discussant before the panel is opened 
for free discussion by members. Panels are usually more audience oriented 
than round-tables, and frequently there is some provision made for audi- 
ence questions or participation at the end of the panel’s presentation. 
There is a greater responsibility placed upon participants to prepare them- 
selves well for their particular part on the panel, for each panelist is con- 
sidered to be more or less an “expert.” 


BUZZ GROUPS “Buzz” groups are so named because of the sound 
they allegedly make when they are meeting. The following is an 
example of a “buzz” group in operation: 


Mr. Hill’s fifth grade class is seated in such a way that six children have 
their desks placed together, with three on one side facing the three on the 
other, There are five such clusters in his room, plus one more in which 
there are only four children. The class has been studying a unit on the 
American West, and many children have prepared excellent diagrams, pic- 
tures, maps, and models related to the unit. It has been suggested that these 
materials be displayed in some way in order that other children in the school 
might be able to see and share them. Mr. Hill speaks to his class, “It has 
been suggested that these fine materials we have prepared in our unit study 
be displayed in some way in order that other children in the school might 
be able to see them. We need some good ideas for carrying out such a plan. 
I wonder if you could talk this problem over with the members of the class 
seated in your group for about 10 minutes and come up with at least three 
suggestions for ways we could display this material for the rest of the 
school.” 

The class discusses this problem informally for approximately 10 min- 
utes. Mr. Hill then gets their attention and each group presents its sugges- 
tions. These, in turn, are written on the blackboard and considered further 
by the entire class. 


We have here a brief description of a buzz group technique. It is an 
informal consideration of ideas or problems where the chief purpose is to 
solicit the suggestions, feelings, ideas, or consensus of the members partici- 
pating. It is slightly more structured than informal conversation and usu- 
ally has some purpose other than a purely social one. (With adult groups, 
however, the purpose of buzz sessions may be to help members become 
acquainted with one another.) The group may or may not have a desig- 
nated leader and may or may not be expected to come to some conclusion. 

Talking things over in a buzz session can be very helpful in clarifying 
ideas, getting a wide sampling of opinion and feeling, obtaining suggestions 
and ideas, and getting pupils to participate who might be reluctant or 
fearful in a more structured discussion situation. Likewise, it has some limi- 
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tations, Buzz sessions can easily get out of hand and become noisy and 
boisterous where nothing is accomplished except the creation of confusion. 
There is need, therefore, for the teacher to have firm control of the class 
before such a procedure is attempted and to lay ground rules which are 
clearly understood beforehand. 


Making Use of Pupil Reports 


PuPIL reports to the class are commonly utilized in social studies 
teaching to share information obtained through individual research and 
study. They serve the purpose of bringing to the group the knowledges and 
understandings obtained by individuals as well as giving the child the 
experience of organizing, planning, and presenting the report to the class. 
This suggests a mutual value which accrues to the group as well as to the 
individual making the report. It also implies a responsibility which each 
must share if the procedure is to have value. 

There is nothing quite so deadly nor lacking in instructional value as 
the elementary child giving a “report” which he has copied from the 
encyclopedia. He stumbles over every other word because he neither knows 
its meaning nor how to pronounce it. Since he must ask for help in reading 
his report, it lacks continuity, is hard to follow, and is not understood by 
the class. The listeners cannot follow what the child is attempting to pre- 
sent, become bored, and/or disruptive. Under such a set of circumstances 
no one likes to give reports nor listen to them. They are a waste of time. 

The primary tesponsibility for good pupil reports rests squarely with 
the teacher. Before instituting such a procedure he should explain how 
to give reports, and should teach the pupils how to prepare them. Through 
discussion he and the class establish some standards which will be used 
in the preparation of teports and evaluation of them after they are given, 
‘These include the responsibilities of the speaker: 


1) Speaks in a clear voice. 

2) Is well prepared. 

3) Speaks in his own words, 

4) Uses charts and pictures to make his report more interesting. 
5) Asks for questions at the end of his report. 

6) Sticks to the topic. 


And the responsibilities of the audience: 
1) Listen carefully. 
2) Be courteous; do not interrupt the speaker. 


3) Ask questions only at the end of the report. 


Children can help each other improve the quality of their reports by 
holding short evaluative discussions following the presentation. A good 
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practice to follow is to ask for positive statements first, points at which 
the report was especially well done. Then, the children might offer sugges- 
tions concerning the way the report might have been improved. The 
teacher must set the stage for sincere evaluation with the attitude of help- 
ing one another, rather than only pointing out things that were wrong 
with the report. 

It is the responsibility of the teacher to take an active part in assisting 
the child with the preparation of his report. This includes helping him 
select a suitable topic, suggesting references, helping him with its organiza- 
tion, suggesting visual devices to use, and similar help. The teacher should 
find a few minutes of time a day or two in advance of the presentation to 
sit down with the youngster and have him tell what he plans to include in 
his report. Once the child is prepared he should be left alone while the 
report is being given unless he specifically asks for help. It is unfair to the 
child and the listening group to have the teacher continually interrupting 
and asking questions. The standards and responsibilities of good listeners 
apply to the teacher as well as the children. Of course, when the report 
is completed the teacher may ask questions, call attention to points which 
need further clarification, or add pertinent information to the report. He 
also should comment in a positive way and offer concrete suggestions as to 
how the child might improve future reports. 

Several pupil reports should not be scheduled on the same day. It is 
impossible for children to sustain any degree of interest if they must 
listen to a dozen or fifteen reports consecutively. A better procedure is to 
have two or three at a time and spread the reporting over a period of several 
days. 

A perennial problem with pupil reports is the tendency for the pupil 
to make a “bookish” report. Some teachers encourage verbalism by being 
too rewarding, too complimentary of reports which are well presented but 
are not given in the child’s own words. The dependence of the child upon 
the language of his reference material is a probable indication that he 
lacks an understanding of the topic. In order to combat the problem of 
verbalism in pupil reports, the teacher should: 


1) Not fully accept bookish presentations which are meaningless to the child 
and are simply repetitions of what has been read. This usually can be han- 
dled by a comment such as “Jackie, I know you spent a lot of time and 
work preparing your report, but we would have found it much more valu- 
able and interesting if you had told it to us in your own words.” 

2) Encourage children to use visual material in their reports—pictures, charts, 
diagrams, maps, graphs, the blackboard. These are especially effective if the 
child himself prepared the visual aid. J 

3) Ask pupils to give concrete examples of what they are describing in words 
they use in ordinary everyday conversation. a4 A 

4) Encourage children to use more than one source for their information. 

5) Be more lavish with rewards to those who avoid bookish presentations. 
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DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


1) Suggest ways a teacher might work with low-achieving pupils in order to 
help them obtain better status in the classroom. 


2) Use Mork’s material on pages 179-180, and for each of his descriptive 
statements, give one or more examples of pupil behavior which would indi- 
cate the presence or absence of a democratically functioning classroom. 


3) Give examples of teaching procedures which tend to increase the depend- 
ency relationship between the teacher and the children. List examples of 
procedures which tend to decrease this relationship. 


4) Do you think teachers in the past have placed a greater emphasis upon 
achievement tasks or socialization tasks as these are defined in the text? 
What does research say about the reasons for adults losing their jobs? 
Might this indicate a need for a greater emphasis upon the development 
of socialization skills?’ Must the teacher decide between the development 
of achievement skills or socialization skills or can a fine balance be struck 
in the instructional emphasis given to each? 


5) Under what circumstances might the teacher not want to clarify in great 
detail the goals of a small group? 


6) As an adult have you ever been a member of what might be described as 
an “immature” group? What behavior characterized this group? To what 
extent was it successful in resolving problems as a group? 


7) What problems might the beginning teacher anticipate if he started group 
work before he was secure in the teaching position? How might a teacher 
build readiness for small group endeavors with a group which had always 
worked on a whole class basis? 


8) Prepare standards which might be appropriate for various discussion and 
reporting situations for children of various ages. How do these standards 
change as children mature? Is it possible to reword the standards in order 
that they may be used as a check list for evaluation purposes? 


9) In what ways can the teacher exert strong leadership without making the 
children become unduly dependent upon him? Is this desirable? 
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CHAPTER 8 


Extending Social Studies 
Understandings Through Activities 


If one interprets the terms “learning activity” broadly enough, it 
includes most of what the child does while he is in school. It embraces 
intellectual activities such as thinking, feeling, listening, evaluating, read- 
ing, and writing; appreciative activities such as the experiences the child 
has in literature, art, and music; physical activities such as running, jump- 
ing, playing games, constructing, processing, and manipulating; it may 
include combinations of all of these. When learning is defined as an inter- 
active process on the part of the learner with his environment, some 
degree of intellectual or physical activity becomes a necessary condition 
for learning to take place. In this sense all schools are in some measure 
“activity” schools. The modern educator and teacher, therefore, do not have 
to decide whether or not there are to be activities in the curriculum but 
rather the kinds of activities, the purposes of them, and the contribution 
they can best make in facilitating the child’s learning. This chapter will 
consider some of the ways research, construction and processing, art, music, 
and dramatic activities can, if properly used, enhance and extend under- 
standings in the social studies. 

In the past there has been a tendency to place undue emphasis upon 
certain types of learning activities, almost to the exclusion of others. The 
social studies curriculum, for example, has traditionally been dominated 
by verbal and linguistic activities to such an extent that children did little 
more than read, report, discuss, write, answer questions, and recite. These 
practices are still common in many schools but are usually conducted some- 
what more informally than they were at the turn of the century when they 
were the universally accepted methods of instruction. As more became 
known about child growth and development, the psychology of individual 
differences, and about the manner in which learning takes place, there 
developed a reaction against this formal, academic approach to social 
studies instruction. There followed a movement in education toward more 
physical involvement on the part of children in the learning process. This 
gave rise to the so-called activity or child-centered schools where teachers 
were advised to have children “learn by doing.” The phrase “learn by 
doing became the password needed to gain entry into educational circles 
of the time. Because of misunderstanding and/or misapplication of the 


nia concept, many teachers placed excessive emphasis upon physical 
20 
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activities, and schools were criticized, with some justification, for minimiz- 
ing intellectual activities. Today good schools maintain a balance between 
activities which involve the child physically and those which consist almost 
entirely of reading, research, writing, and discussing. In the strictest sense, 
activities should not be categorized as physical on the one hand and in- 
tellectual on the other, since this implies that no intellectual activity is 
involved in a construction, processing, art, or similar task. This, of course, 
should not be true, since both should require the child to do careful think- 
Ing. 

Learning activities, therefore, should not be regarded as a fetish but 
rather as mediums or vehicles which are used to help the learner move 
in the direction of established goals. Ideally, the teacher will want to select 
the vehicle which is best suited for the learner in attaining his goal—it is a 
means to an end. The selecting of appropriate means to achieve goals is 
a fairly common practice in the everyday lives of people outside of school. 
One would not, for example, use a water-color paintbrush in redecorating 
the exterior of his house in a week-end “do-it-yourself” project. He would 
in all probability select a brush of proper weight for his strength and one 
which would do the job most efficiently. One does not use a saddle horse 
to rush across country to the bedside of his dying mother, although this 
means of travel would be much preferred to an airliner if one were plan- 
ning a hunting trip into the mountains of western Montana. In the class- 
room, the teacher will be equally selective in using various learning activi- 
ties, and the selection will be conditioned by the nature and needs of the 
learners as well as the goals to be achieved. For one group of children, a 
construction activity may be pointless; for another under different con- 
ditions, it may hold many values. The teacher will use a great variety of 
learning activities to achieve his objectives—some will involve more physical 
activity than others but all will give impetus to careful thinking and will 
not be used as an avoidance of intellectual activity. 

The chief value of research, construction and processing, art, music, 
and dramatic activities in social studies, then, is the contribution they 
make toward enhancing learning through the extension and expansion of 
meanings and understandings. Teachers must have definite goals and pur- 
poses which are to be achieved through the use of the activity before it is 
selected, With this in mind, the teacher might use such activities for any 
or all of the following purposes: 


) to stimulate pupil interest. 

) to stimulate various aspects of thinking. 

) to give direction and purpose to learning. 

) to encourage initiative, exploration, and research. 

) to aid in applying factual information obtained through research to con- 
crete situations. 

6) to provide a setting in which to use socialization skills. 
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7) to clarify complex procedures. 

8) toaid in developing an understanding of concepts and generalizations. 

g) to relate various aspects of the school program to one another. 

0) to provide opportunities for thinking, planning, sharing, doing, and evalu- 
ating. 

11) to provide an outlet for creative abilities, 

12) to provide an opportunity for recognition for the nonverbal, nonacademic 

child. 


Research Activities 


THE most fundamental of all learning activities are those which call 
for the finding and organizing of information which leads to the solution 
of problems. Whatever other activities the teacher may choose to use— 
construction, processing, music, art, dramatics, or others—doing research 
related to such activities is essential if they are to have meaning and validity 
as instructional experiences for children. For example, if a second grade 
class is planning to make butter in the classroom as an activity relating 
to their unit on the dairy, it is presumed that the children will first find 
out how one goes about making butter, what ingredients will be needed, 
how much time such a process takes, what equipment is required, what 
temperature the cream must be in order to churn, how vigorously to churn 
the cream, and so on. All of this will require getting, organizing, and sharing 
information. When this occurs in the classroom, we say children are 
“doing research.” i 

Tradition has associated book reading and library work with the term 
research. Actually, if research activities are defined as those which help 
children secure information, it is immediately apparent that children are 
doing research when they ask questions of others, take field trips, look 
at pictures, view audio-visual material, examine and handle objects, use 
maps and globes, even when they watch informative television programs. 
Books, of course, are important research tools, too, but they are not the 
only ones. Some children will depend more heavily upon books in doing 
research than will others, but all will take part in fact-finding and informa- 
tion-gathering in one form or another. Any of the instructional resources 
discussed in Chapter 5 can be used for research purposes. Research activi- 
ties stress working together—defining problems, securing sources of infor- 
mation, and sharing the results, 

Children will need a considerable amount of help from the teacher in 
carrying out research, and most of such help is given on an informal basis, 
rather than in a one, two, three order as is sometimes implied in discussions 
of problem-solving procedures. For example, in order to do research there 
must be a problem—otherwise it would have no purpose. Problems have 
to be pin-pointed rather specifically for young children, simplified to the 
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extent that the child knows exactly what he is to find out. The problem 
“How do people in Mexico live?” is much too broad and complex for 
pupils, This should be broken down into several smaller problems such as 
“What kinds of holidays do the people of Mexico celebrate?” or “How do 
the people of Mexico furnish their homes?” or “How do the children of 
Mexico get their education?” Sometimes in teacher-pupil planning the chil- 
dren will list many things they want to find out, as many as fifteen to 
twenty or more specific topics. Not all of these are equally significant, and 
many are related to one another. The teacher will then try to organize the 
specific topics into a few major ones, including those that are less signifi- 
cant, with related, more important points. As an example, children may 
want to find out such things as “Do Mexican people have frozen foods?” 
“Do they eat three meals each day?” “Do they drink wine with their 
meals?” All of these may be gathered together under the more general 
problem, “What kinds of food do the people of Mexico eat?” Then the 
specific related questions may be stated under the larger, more significant 
problem. 

When the problem or problems have been adequately defined and 
organized, children will need help in finding adequate sources of informa- 
tion. The younger the children are, the more assistance they will need. In 
the primary grades, much of the research will be done through the use of 
nonreading resources. Children will listen to the teacher read informative 
selections related to the problem under study. They will gather information 
by asking their parents questions and sharing findings with their classmates. 
They will study pictures together and talk about them. They will do a 
considerable amount of firsthand experiencing—learning through listening, 
seeing, feeling, and doing. For the children who can read, the teacher will 
need to find books, perhaps even locate the portion of the book related to 
the topic. This can be done by placing a bookmark in the appropriate 
place, In the middle and upper grades, children should be able to locate 
information more independently but will still need help and guidance in 
finding the right book, knowing where to look for information, and how to 
find the right place in a book. These are times the teacher will want to 
teach those skills related to locating information, such as those contained 
in the suggestions on pages 170-172. Besides the sources that children use 
independently, the teacher will want to arrange for field trips, use audio- 
visual aids, pictures, maps, globes, resource persons, and community re- 
sources, Once the resources have been found, children begin gathering the 
facts and information they are seeking to answer their questions and solve 
their problems. In this regard, the teacher will arrange to have progress 
reports daily during the time set aside for planning and evaluating. i 

As children gather information, they will discover that some method is 
needed to organize, summarize, and present the material, The methods 
used for this purpose will, of course, depend upon the age and maturity 


COURTESY LOS ANGELES CITY SCHOOLS 


Good social studies instruction provides for individual as well as group activities 


of the children. For primary-grade children it may be done by having them 
state the main ideas orally and having the teacher write them on the black- 
board. Children may then copy these on their own sheets of paper and 
keep them in their folders along with art work, pictures, and other things 
they have gathered in studying their topic. Or it may be done through 
the use of a log or a summary in the way of an experience chart, such as: 


We Learn About the Farm 
We went to the farm. 
The farmer has cows, chickens, and pigs. 
The farmer sells the things he grows. 
We get our food from the farm. 
City people need food from farms. 


Middle- and uppergrade children can be taught to organize and sum- 
marize information independently, although much of this will be done 
on a class basis throughout the grades. Many of these skills are taught in 
the language arts program in the elementary school, but they need to be 
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tied into and applied in the social studies. Children will need not only 
to be taught how to select main ideas, identify subordinate but related 
ideas, draw conclusions, summarize data, and make notes on reading but 
need also to apply these skills in purposeful ways. It is in the social studies 
that such an application can and should be made. In order to help organize 
and summarize their work, children should be taught how to use charts, 
graphs, maps, outlines, notebooks, 3 x 5 filing cards, and other devices. 
Presenting their findings to the class likewise presents the teacher with 
many opportunities to teach discussion procedures, speaking, reading, and 
writing skills. 

Some teachers have found the use of “pupil specialties” to be helpful 
in stimulating individual research projects. Chase refers to a specialty as 
“.. . a special assignment which deals with some person, place, event, 
product, or period of time. Specialties enrich the classroom program, giving 
the child a feeling of importance.” 1 In developing his specialty, the pupil 
often becomes somewhat the class authority on a particular subject. This 
procedure has obvious values for more capable children but is also useful 
with children at all levels of ability. Oddly enough, where it has been used 
successfully in classes, the slower-learning children show much interest in 
developing a specialty. Perhaps for once in their school lives, the superiority 
of their more capable classmates is not threatening to them, and they can 
enjoy the prestige which comes from knowing something which others do 
not know. 

Information obtained through research serves its most useful purpose 
when it can be applied. For this reason teachers frequently stimulate re- 
search activity through the use of accompanying, related activities. For 
example, if the children are planning a dramatics activity dealing with 
Mexican life, they will need to do research in order to find out exactly 
what Mexican life is like, and thus be able to dramatize it accurately. 
Ok if a primary-grade group is constructing a store or a post office in their 
room, they will want to find out as much about it as possible in order to 
have their construction as nearly correct as it can be made. Teaching pro- 
cedures of this type are helpful in giving the young child a definite purpose 
for doing research. 


Construction and Processing Activities 


most children love to make things. They build villages and castles in 
their sandboxes; they make windmills with their tinker toys; they build 
boats to float in a nearby pond; they construct birdhouses, model airplanes, 
handicraft objects—almost anything one cares to mention, With a hammer, 
saw, a few nails, and some scraps of lumber, the young child is off to an 


1W. Linwood Chase, “Individual Differences in Classroom Learning,” Social 
Studies in the Elementary School, 56th Yearbook, National Society for the Study of 
Education, Chicago: University of Chicago Press, 1957, P- 173- 
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afternoon of fun in his father’s workroom, “making things.” These natural 
sensory-motor play and creative building activities are valuable for children 
in and of themselves. They give countless opportunities for thinking, plan- 
ning, creative expression, use of tools, physical activity, and development 
of coordination. Children need many experiences of this type. In social 
studies, however, these values are only incidental to the chief purpose, 
which is to extend and enrich meaning of some aspect of the social studies 
unit under consideration. The excellence of the final product is, likewise, 
not the major consideration. What is important is the learning which has 
occurred as a result of the construction activity. This being true, authen- 
ticity, genuineness, and truthfulness in the representations are exceedingly 
important considerations in conducting construction activities. 

There have been many abuses made of construction activities, largely 
because their basic purpose has been misconstrued or misunderstood, In 
some cases they amount to little more than keeping the children busy at 
something, with little thought being given to the understandings and 
learnings the construction is allegedly fostering. If constructions are in- 
accurate, contrary to truth and reality, they are detrimental to learning 
and would be better omitted entirely. More than twenty years ago Horn 
wrote forcefully on this topic, but the misuse of construction persists: 


Lowest of all are the constructions that are largely fanciful and almost 
wholly erroneous. An Indian peace pipe is represented by a large bowl with 
enough stems so that all members of the council can smoke at once; a paper 
tepee typifies an Indian home in a locality where no tepee was ever built; 
and a drawing of a single person climbing a steep hill to reach a lone hut at 
the top depicts the capture of Vicksburg. Closely akin to these unbridled 
fabrications of the imagination are many that have become traditionally 
symbolic. Pointed paper hats of a pattern unknown in any age are made for 
soldiers of the Revolutionary War; paper hatchets are cut out in prepara- 
tion for Washington’s birthday; a frieze of jinrikishas and Fujiyamas is 
drawn or cut from paper to symbolize Japan; “very effective” polar bears 
are made by gluing cotton on patterns cut from paper; and farm life is 
made “real” by having city children give the conventional quack-quack for 
geese, cluck-clucks for hens, and baa-baas for sheep. Such enterprises are 
prima facie evidence of slovenly thought. Teachers sometimes defend or 
even approve them, however, on the ground that they are “real to the child” 
or “the child’s very own,” thus manifesting an indisposition to seek the 
truth, as well as a flagrant misconception of the healthy and vigorous use 
of the imagination. Such experiences not only fail to contribute to valid 
understanding but are an actual detriment, since they give the student con- 


crete ideas of the way things are not and discourage any effort to discover 
the truth.2 


2 Ernest Horn, Methods of Instruction in the Soci 7 
2 Em i ocial Studies, New York: Charles 
Scribner's Sons, 1937; P. 420. Used by permission. 


Extending Social Studies Understandings Through Activities 213 


It is possible to use construction activities to motivate children’s work 
and to establish more clearly children’s purposes for doing things. Let us 
say, for example, that a primary grade is studying a unit on the dairy farm. 
The teacher might suggest that the class construct a model farm in one 
corner of their classroom. Naturally, they want to make their model as 
authentic as possible; therefore, a considerable amount of research will be 
necessary as they proceed with the building of the farm. In fact, they 
cannot even begin unless they know what it is they want to do, that is, 
unless they have a genuine need for information. The children’s purpose 
in this case may be to learn about the dairy farm in order to be able to 
build a classroom model of it. The teacher's purpose, however, is to have 
children form accurate concepts and understandings of a dairy farm; he is 
using the construction activity as a vehicle to achieve that goal. Under this 
arrangement, if the pupils achieve their goals, the teacher will have achieved 
his, too. 

The procedure just described is a fairly common and legitimate use of 
construction, The one difficulty with it is that it is easy for the teacher 
to lose sight of his own purpose, and he, too, becomes interested in only 
building an impressive model. He is especially vulnerable to this if he is 
expecting visitors to the room, such as an open house for parents during 
American Education Week. The desire to have a fine display may detract 
from the educational value of activities of this type. 

In selecting a construction activity for a social studies unit, the teacher 
should make certain that: 


It is useful in achieving a definite purpose. 

It clarifies, enriches, or extends the meaning of some important concept. 

It requires the child to do careful thinking and planning. 

It is an accurate and truthful representation. 

It is within the capabilities of the children. 

The time and effort expended can be justified by the learnings which occur. 
It is reasonable in terms of space and expense. 

The needed materials are available. 


CON AveR WwW NH 


When the teacher has satisfied himself that a construction activity can 
make a definite contribution to learning in the social studies, he may have 
the children engage in constructing items of the type suggested below: 


Toys 

Model furniture 

Books 

Musical instruments ; 

Costumes of foreign people, history of costumes, evolution of costumes 
Simple trucks, airplanes, boats 

Puppets and marionettes 
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Paper bag dolls 

“Television” set with paper roll programs 

Working models 

Paper making 

Spinning wheels 

Looms for weaving 

Models of various homes and furnishings 

Animal cages 

Animals of art materials 

Maps (pictorial, product, relief, floor) 

Candles 

Soap 

Baskets, trays, bowls 

Butter 

Preparation of foods, cooky making, etc. 

Ships, harbor, cargo 

‘Trains and railroad equipment 

Retail food market and equipment 

Community buildings 

Fruits and vegetables 

Scenery and properties for stage, dioramas, panoramas 

Holiday decorations 

Jewelry 

Pottery, vases, dishes, cups 

Covered wagons, churns, butter paddles, wooden spoons, and other pioneer 
gear 

Flour mill 

Post office 

Bakery 

Gasoline station 

Fire station 

Dairy farm and buildings ) 

Radio, telegraph, and other communication devices 

Oxcarts 

Circus accessories 

Playhouses 

Model villages 

Purses, hot pads, table mats, small Tugs 

Birdhouses and feeding stations 

Seed boxes, planters 

Replicas of famous buildings 

Dyeing cloth 

Production of visual material needed in the unit, such as: pictorial graphs, 
maps, charts, posters, attractive displays, bulletin boards, etc. 

Weather stations 


Block printing 
Figures of animals or people 
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Assuming that the teacher has done a sufficient amount of preplanning 
to satisfy himself that a construction activity has a useful purpose, that 
materials are available, that there is sufficient space in which to work, 
and that it is realistic in terms of the children involved, he may proceed 
with getting the activity underway. In this connection, the following sug- 
gestions may be helpful: 


1. DISCUSS THE PURPOSES OF THE ACTIVITY WITH THE CHILDREN 

The practice of having children make stores, build boats and cov- 
ered wagons, or do Indian crafts without knowing why they are doing 
them is open to serious question. Children may not have the foggiest notion 
concerning the real purpose or significance of the construction. It is sug- 
gested, therefore, that at the very beginning of such an activity, the reasons 
for planning it be discussed and understood by all. Purposes should be 
reviewed from time to time during the activity. 


2. PLAN THE METHOD OF PROCEDURE WITH THE CHILDREN ‘The 

initial planning will take a considerable amount of time if every 
detail is to be taken into account. Such extensive planning is not necessary 
nor entirely desirable, for it tends to make children impatient. Decisions 
must be made, however, as to basic materials which will be needed, major 
responsibilities and who will assume them, committees needed and who 
will be on them, where the construction will take place, where needed in- 
formation may be obtained, and a general over-all plan. After the con- 
struction project is underway there will be time each day to do additional 
specific planning. It is best to plan in a general way and get started, leaving 
the details for a later time. 


a 3. PLAN METHODS OF WORK WITH THE CHILDREN Construction 

activities involve working in groups, the use of tools, perhaps ham- 
mering and sawing or other noisy activity, and somewhat more disorder 
than in regular classroom work. This means that unless there are some 
rules and standards concerning the methods of work, there is likely to be 
much noise, commotion, and general confusion. Therefore, before any 
activity of this sort is undertaken, it is recommended that the teacher and 
the pupils discuss and decide what the rules of work are to be. These might 
include: 


1) How to get and return materials. 

2) Use of tools and equipment, including safe handling. 

3) Things to remember during the work period. Such items as talking in a 
conversational voice, good use of materials to avoid waste, sharing tools and 
materials with others, consideration for others, doing one’s share of work, 
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asking for help when needed, and giving everyone a chance to present his 
ideas would be important considerations. 

4) Procedures for clean-up time. It is well to establish a “listen” signal to get 
the attention of the class. It can be a chord on the piano, turning off the 
lights, or ringing a small bell. When the listen signal is given, children 
should learn to stop whatever they are doing, cease talking and listen to 
whatever announcement is to be made. In this way, the teacher may stop 
the work of the class any time to call their attention to some detail or get 
them started at clean-up. Clean-up is one procedure which can be done in a 
routine fashion, When the signal is given, all work stops, children listen 
for directions, restore the room to its prior condition, and assemble at the 
circle or go to their desks. 


4. ARRANGE PLENTY OF TIME EACH DAY FOR PLANNING, WORKING, 

CLEAN-UP, AND EVALUATION Before work on the construction ac- 
tivity is begun each day, time should be spent in making specific plans for 
that day. This is to ensure that everyone has an important job to do and 
that he knows what his responsibilities are. It also is a time when the 
teacher can go over some of the points the class talked about during their 
previous day’s evaluation. “You remember yesterday we had some prob- 
lem about which group was to use the tools. Which group has the tools 
today?” Or, “Yesterday our voices became a little loud at times. Perhaps 
we can be more careful about that today.” 

During the work period the teacher will want to move from group to 
group observing, assisting, suggesting new approaches, helping groups in 
difficulty, clarifying ideas, helping children find materials, supervising and 
guiding the work of the class. He will spot those children who need help 
in getting started, those who are not working well together, those who 
seem not to be doing anything, or others who may be having difficulty. 
The teacher will keep an eye on the time and stop the work of the class ip 
time to ensure a thorough clean-up. 

An important part of each period spent in this way is the group evalua- 
tion which occurs after the work and clean-up. During these times, the 
teacher will want the class to evaluate the progress it is making on the 
construction as well as the manner in which they are doing their work: 


“Were we able to make progress on our store today?” 

“How well did we remember our standards?” 

“Do you think we could have done better in our clean-up? In what ways? 
We will want to remember that tomorrow, won’t we?” 

Ao! do you think we might change the color to make it look more 

real? 

“Does anyone have any ideas how Billy’s group could show more action 
in their mural?” 

“Did anyone see signs of safe handling of tools today?” 


“I wonder if the mountains aren’t too high on Julie’s group’s map? Did 
you check that against the picture in your book?” 
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The precise points discussed in such an evaluation, of course, will depend 
upon the class and its work. In any case, some attention should be given to: 


a. progress on the construction. 
b. methods of working together. 
c. problems which need attention the next day. 


5. MAKE USE OF THE CONSTRUCTION IN SOME WAY, RELATING IT TO 

THE UNIT UNDER STUDY When constructed objects are completed 
they should be put to good use. In the primary grades such a project may 
serve very well for dramatic play activities. A market in the classroom, for 
example, gives the children an opportunity to play customer, grocer, 
butcher, check-out girl, or other personnel associated with a market. They 
read labels, prices, rearrange the material on the shelves, keep the store 
clean, and so on. In the middle and upper grades, objects made can be 
examined, discussed, and displayed for others to see. A mural can be used 
for study purposes by the entire class. A child can explain to his class the 
manner in which some object is constructed, its main features, how it was 
used, its history, why it is no longer used, and similar information. Perhaps 
the best constructions are the ones which can be used in some worthwhile 
way by the entire group in learning more about some important aspect of 
unit study. 


6. DISASSEMBLE AND REMOVE THE CONSTRUCTION WHEN IT HAS 

SERVED ITS PURPOSE Sometimes a construction is kept in the class- 
room long after the unit is completed. This usually means that it is taking 
up valuable classroom space which could be put to some other use. Con- 
structions are of value only insofar as they relate to the work of the class. 
When they have served this purpose, they should be removed. 


Closely related to construction activities are those which help the child 
understand the various steps or stages in the production of some material 
item. They deal with the process of changing raw materials into finished, 
useable items and hence involve processing of materials. These activities 
are used to help the pupil understand and appreciate the complexities of 
producing some of the basic material items which most persons use in 
everyday living. They are commonly used to impress upon the pupils the 
hardships, labor, skill, and ingenuity which were required of pioneers and 
primitive people in a time when it was necessary for them to produce 
basic materials for themselves. The most common processes used in ele- 
mentary school social studies units are making butter, candles, paper, 
sugar, salt, bricks, natural dyes, jelly, ink, books, ice cream, soap, dyeing 
cloth, and weaving. 

When properly handled by the teacher, processing activities have a 
number of values for today’s children. In earlier times many of these 
processes were carried on in the home routinely, and children of necessity 
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had firsthand experience with them. Today the producer and consumer 
are so widely separated from one another that the child has little or no 
opportunity to gain an understanding and appreciation of the processes 
involved in getting basic materials on the shelves of the supermarket or 
the department store. 

There are some instructional problems, however, in processing mate- 
tials, For example, if the teacher is expecting to demonstrate the hardships 
experienced by pioneers in making candles by dipping, he should not use 
an electric hot plate as a source of heat and an aluminum container for 
the wax! In most classrooms of the nation it is, in fact, impossible to 
duplicate conditions under which candles were made in the seventeenth 
century. Almost any “raw” material the class uses in its processing will in 
all likelihood already be semiprocessed. The child may, therefore, leave 
such an experience with a lack of appreciation of the complexities involved 
in the process—a misfire of the precise learning the teacher had hoped to 
put across. 

Some processes require extremely careful supervision by the teacher 
because of physical danger to the children. Candlemaking means heating 
tallow, wax, or paraffin which may ignite if allowed to become too hot 
and cause severe burns if dropped accidentally on one’s person. Soapmaking 
calls for the use of lye, always potentially dangerous. In one class a child 
drove a crochet hook through her hand while engaging in a processing 
activity. These points are mentioned not to discourage the use of con- 
struction and processing but to alert the beginner to the real need for 
careful supervision while such activity is taking place. 

Classrooms utilizing construction and processing activities will require 
tools and equipment. In addition to some type of workbench and an ade- 
quate storage place where they may be kept neatly and safely, the following 
tools will be helpful: 


claw hammer screw driver 

coping saw holding devices 
crosscut saw pliers with side cutters 
hand drill and bits brace and bits 

plane try square 

sandpaper nails and screws 

tin shears chisel 

keyhole saw 


Lumber and other materials may be purchased as needed or brought 
by the children. In addition to new stock, there is need for a substantial 
amount of waste materials in the form of boxes of all kinds, wood, wire, 
cardboard, mattress crates, laths, cloth, wheels, etc. Used pieces of wood 


with nails in them are potentially hazardous and must be handled accord- 
ingly. 
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Music Activities 


Music activities make an important contribution to social studies 
instruction. Through the universal language of music the child may ex- 
tend his communication to other peoples, races, and cultures, past and 
present. Various songs and music forms are associated with periods in our 
national history, and many songs relate directly to heroes or great historical 
events. Musical expression in a sense is an emotional experience, piercing 
through everyday inhibitions and extending into the inner reaches of one’s 
personality. While the use of symbols, whether they be music or other, 
is admittedly a shallow means of teaching good citizenship, it is undeniably 
true that music inspires patriotism, love of country, loyalty, and fidelity. 
It is for this reason that marching bands are used in holiday parades and 
between halves at football games. One has only to go back to the World 
War II period to find the extent to which music was used in building a 
feeling of national solidarity. Music has a profound effect upon people 
as individuals as well as groups. 

Music educators have worked diligently to break the shackles of the 
“music period” concept of music education and have consistently recom- 
mended a greater integration of music in the total life of the classroom. 
Music activities, therefore, not only contribute to social studies instruction, 
but support the music program itself. The material which follows suggests 
some possibilities for the use of singing, rhythmic expression, listening, and 
creative music activities in social studies units. 


SINGING For almost any social studies unit the teacher selects, he 

will find appropriate and related songs for children to sing. One of 
the chief values of singing is its affective quality; it gives the child a feeling 
for the material not likely to be obtained in any other way. Through sing- 
ing, the child senses the loneliness of the voyager, of cowboys around their 
campfires, the gaiety of a frontier housewarming, or the sadness of a dis- 
placed people longing for their homeland. He learns the folk songs not 
only of his own nation, but those which are sung the world over. Singing 
is an experience which can broaden the child’s appreciation of peoples 
everywhere. In the study of communities around the world, the teacher 
will want to use the songs of various national groups. Such experiences 
help the child gain a greater appreciation of and sympathy for cultural 
aspects of the group studied. It gives him an opportunity to learn more 
about a people through the language of music. 


RHYTHMIC EXPRESSION Rhythmic and bodily expression tend to 
release one from the crust of convention and formality which is 
built in the normal course of everyday life, and provides an outlet for 
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self-expression. Through rhythms, bodily expression, and folk dances, the 
child develops grace, poise, and learns the amenities characteristic of such 
social activities. Folk dancing and folk games in themselves are pleasurable 
and legitimate social activities for children. They provide for teamwork 
and allow the child to participate in the activity with several other boys 
and girls. While ballroom dancing involves only couples, folk dancing and 
folk games usually involve eight or more children with a continual shifting 
of partners. For this reason folk dancing is well suited for children of ele- 
mentary school age. 

In the social studies units the teacher will want to use the various folk 
dances and rhythmic activities which are characteristic of many countries. 
He will also want to use folk games and dances which are associated with 
various periods of our national history. Through activities of this type the 
child is helped to broaden his appreciation of people the world over who 
lived in the past as well as those now living in different parts of the world. 
He is able to trace the evolution of civilized man through his methods of 
thythmic expression. Far from being solely a recreational activity for chil- 
dren, rhythmic expression provides a wide range of possibilities for social 
learnings in particular and social studies in general. 


CREATING Social studies units provide many opportunities for the 

child to create musically. This may be done on an individual basis 
or as a class project and may be used with almost any topic under study 
by any age group. Perhaps it is not used more frequently by teachers be- 
cause they feel that a considerable amount of technical knowledge of 
music is necessary. The need for the technical skills of music is usually 
greatly overestimated, but if the teacher feels insecure, he will ordinarily 
have someone available who does have such skills and can be of assistance. 
This person might be a music supervisor or teacher, the high-school music 
teacher, or a fellow classroom teacher. 

Creative music in social studies takes a variety of forms. In its simplest 
form it may be a melody or sounds which the children learn to associate 
with the topic studied. For example, they may make sounds which make 
them think of a factory, a circus, or a train. Later these sounds can be 
used in the development of an actual melody. Children commonly produce 
creative verse to which they may add an appropriate melody. In the middle 
and upper grades such creative music activities may include the develop- 
ment of words and music for pageants, plays, puppet shows, or simple 
musicals, These original musical numbers are frequently of exceptional 
quality musically and are favorites of the children for years afterward— 
an indication of the satisfying and long-lasting quality of creative music. 


LISTENING While singing, creating, and rhythmic expression in- ' 
volve performing or “doing” aspects of music, listening places the 
child in the role of a consumer of music. This role deserves more attention 


COURTESY ST. PAUL PUBLIC SCHOOLS 


These sixth graders are practicing a German folk dance, “Rheinlaender for Three.” 
Music activities can make an important contribution to the social studies. 


than is usually given to it, because it is the type of musical experience 
which continues throughout life. Long after most persons stop performing 
musically, they enjoy listening to music. Relating music listening to the 
affairs of life and living is, therefore, essential. 

Listening to music is an imaginative experience for children. The 
teacher helps the child imagine the toys to come alive while listening to 
the Nutcracker Suite or puts him on the trail to the “clip-clop” of The 
Grand Canyon Suite. Such experiences help the child learn of mood in 
music and help him contrast that which is bright, gay, and lively with 
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music that is quiet and restful. Through listening the child learns to 
identify the use of music by different groups and peoples throughout the 
world—it provides for another direct cultural contact with peoples of many 
lands. The teacher will have no difficulty obtaining recordings for the pur- 
poses described, for they are available in sufficient quantity and of good 
quality. 


Creative Art Experiences 


CREATIVE art is widely used in social studies instruction because of 
the many activities in the units which inspire creative expression. A trip 
to the farm, airport, zoo, post office, or fire station all give impetus to the 
desire to create. Observing trucks, steam shovels, men tearing down build- 
ings as well as a hike to a nearby park or stream are the types of experiences 
from which come the creative art work of children. Through an art medium 
the child may be able to symbolize his experiences, express his thoughts, or 
communicate his feelings, which he cannot do through the use of conven 
tional language. For a young child in the primary grades, his picture or 
painting is likely to tell a whole story and all the action is happening in 
the picture as it is being shared with others. For example, a first-grader’s 
painting may show a boy playing with his dog, while a jet is flying over- 
head, and a policeman is chasing a speeding motorist. But the action is 
not stopped at the time the painting was made; it goes on all the time. 
That is, the boy is really playing with his dog and the airplane is actually 
flying. Children’s art work tells a story; it can be very useful in recording 
many social studies experiences which the children have. 

Many parallels could be drawn between art experiences and music 
experiences in social studies units. Like music, art provides a cultural link 
with the many peoples of the world, past and present. It also places the 
child in the roles of creator and consumer as does music. It deals directly 
with feelings, emotions, appreciations, and creative abilities of children. 
In addition to the many desirable outcomes which are associated with any 
creative endeavor, creative art experiences have much to offer in stimulating 
and strengthening learnings in the social studies. 

In the course of the social studies unit the teacher will use art and art 


mediums in a variety of ways. Some of the commonly used art activities in 
social studies are listed below: 


Preparing murals Constructing dioramas to illustrate 
Free painting scenes 

Making illustrations Planning and preparing exhibits 
Weaving Making properties for plays; pag- 
Block printing eants, etc. 

Clay modeling Sewing 


Potato or stick printing Making designs and costumes 


Extending Social Studies Understandings Through Activities 223 


Chalk, charcoal, and crayon drawing Making puppets and marionettes 


Pencil sketching Soap carving 

Making models Poster making 

Making cartoons Wood carving 

Making booklets and books Toy making 

Crafts related to some locality or Finger painting 
country Indian sand painting 


Creative art expression as used in social studies may take two forms. 
The first of these might be described as completely personal and performed 
by the pupil because it expresses an idea or gives him personal satisfaction. 
Having the experience is its own reward, and the child need not share 
such a piece of art with anyone, although children often want to. Art work 
of this type is not evaluated in terms of the product produced but in terms 
of the satisfactions the experience itself gives the youngster. Any of the 
art mediums may be used for personal expression. 

A second type of creative art expression may be thought of as being 
more or less functional, in that the product is to be used in connection 
with some other activity. It might be a mural to be used as the background 
for a dramatic activity. It might be a model of something which will be 
used to illustrate an explanation. It could be a visual aid the child plans to 
use in making a report to the class. In art work of this type, the representa- 
tion has to be reasonably accurate and authentic; consequently, the teacher 
will need to guard against having the children copy exactly the illustrations 
they find in reference materials. 

The poorest of all art experiences are those which are patterned rather 
than creative. In such cases, the teacher dittoes a diagram of a turkey, for 
example, and has children color certain feathers red, others brown, and 
others orange. Children who follow the directions precisely and who can 
golor within the lines are highly rewarded with teacher praise. Then the 
35 turkeys, all alike, are posted on the bulletin board under the caption: 
“We Do Creative Work.” Such conspicuous misuse of art may also take 
the form of black profiles of Lincoln, hatchets and cherries, covered 
wagons, or Christmas trees. Teaching of this type tends to depress any 
creative art ability or interest in art expression which an imaginative child 
may have, and should be avoided. 


Dramatic Activities 


DRAMATIC representation in any one of its many forms is a popular 
activity with children—one in which they have all engaged during their 
early years. What child has not “been” a father, mother, teacher, fireman, 
an Indian, a jet pilot, or a fairy princess during the fanciful and imaginative 
play of early childhood? Dramatic activities have great value in promoting 
social studies learnings. They help sharpen the child’s power of observation, 
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give purpose to research activities, give the child insight into another's feel- 
ings by putting himself in another's place, provide experience in democratic 
living, help create and maintain interest, thereby motivating learning and 
providing an excellent situation in which the teacher may observe the be- 
havior of children. 

The most structured dramatic activity is the dramatization. It requires 
a script, staging, rehearsal, and an audience. It may be used to show some 
historical event, to represent the growth of a movement or idea, to repre- 
sent life in another period, or to demonstrate some problem of living. 
Children are usually involved in a considerable amount of creative work in 
productions of this type. They may write an original script, plan and pre- 
pare costumes, do the art work necessary for staging and properties, plan 
a program, send invitations, and make all arrangements attendant to the 
project. This means much planning, working together, evaluating, and par- 
ticipating. 

The dramatization unquestionably has many possibilities for social 
learnings, but it also has many limitations. Its most serious limitation is 
its primary goal, which is the production itself. The learnings which it is 
presumably to enhance are too easily subordinated in the effort to “put on 
a good show.” Moreover, children of elementary school age have not the 
technical skills needed to do much of the work necessary for this type of 
activity, and, as a consequence, the teacher himself makes the costumes, 
writes the script, or does the art work needed for the background scenery. 
Since this takes considerable time and effort, the teacher is tempted to use 
the same material year after year with different groups of children. In 
some communities it is generally well known that when children have 
Miss So-and-So they will put on some play or pageant which the teacher 
has been “doing” for years. Each season she drags out old props, costumes, 
possibly even the script varies little from year to year. Such procedures 
cannot be justified on the basis of enhancing social studies learnings or 
developing creative talents of children. While they may be entertaining 
and fun for the children, from the standpoint of social studies they are in 
most cases a waste of time. 

Another limitation of dramatizations as they are used in social studies 
is that they frequently are planned so far in the future that the goal lacks 
meaning for the participants. Children are simply unable to work up much 
enthusiasm in October for a pageant to be produced in May or June. 
Children need shorter range goals if such activities are to be related to 
work currently being done in the classroom. Finally, dramatizations are 
extremely time consuming, and one wonders if the time might not be 
spent more profitably on other, less elaborate activities. If and when drama- 
tizations are used, they should be kept as simple as possible, and serious 
thought should be given to the limitations described above. 

The least structured dramatic activity is the spontaneous acting out or 
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reliving of situations from life about the children. It is called dramatic 
play. As this activity is employed in social studies, the term “dramatic play” 
is an unfortunate one because it suggests entertainment. Perhaps the terms 
“creative dramatic representation” or “representative living” would more 
accurately describe what is involved in the activity. When kindergarteners 
and first-graders are playing various roles of mother, father, sister, brother, 
doctor, and nurse in a corner of the classroom, they are engaging in dra- 
matic play. Free dramatic play is a natural activity for young children, and 
they participate in it with little or no stimulation from adults. During the 
periods of free dramatic play, the teacher may be able to learn much about 
the personality of the child. It will indicate with whom the child identifies, 
his attitudes toward others, his willingness to share, and his emotional 
maturity. 

As children move into second and third grades, there is less evidence 
of spontaneous dramatic play. At this stage of growth, dramatic play usu- 
ally requires more suggestion and stimulation from the teacher and may 
be profitably used to help the child understand or appreciate some phase 
of human relationships. These slightly more structured dramatic activities 
are referred to as role-playing, sociodrama, or creative dramatics. 

Role-playing, sociodrama, or creative dramatics are used to present a 
specific situation for study and discussion. There is no prepared script, it is 
unrehearsed, speaking parts are not memorized, and properties, if used at 
all, are held to a minimum, Some small amount of properties may be used 
simply to help children remain in role. These activities are used to teach the 
relationship of people, to focus attention upon a central idea, to help chil- 
dren organize ideas, to extend vocabulary, and to gain a greater insight 
into the problems of others by casting themselves in another's role. Since 
they portray problems in human relationships, they provide an excellent 
basis for discussion and evaluation. They should be followed by a discus- 
sion of questions of this type: “Which character did you like best? Why?” 
“Which one did you like least? Why?” “How do you suppose the person 
felt?” “If you had been in the wagon master’s place, what would you have 
done?” “Have you ever known anyone like that?” 

This final discussion and analysis requires that the situation be “cut” 
before the problem has been solved and before the outcome is a certainty. 
Otherwise there would be little room left for thoughtful consideration of 
the problem. Klein lists the following general uses of role-playing: (1) to 
stimulate discussion, (2) to depict a social problem for study, (3) to train 
in leadership skills, (4) to train in human relationship skills, (5) to acquire 
insight, sensitivity, and awareness, and (6) to train in more effective prob- 
lem solving.’ 

Closely related to creative dramatics is the use of reaction stories. Re- 


3 Alan F. Klein, How To Use Role Playing Effectively, New York: Association Press, 
1959, P. 13- 
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Dramatic play develops sensitivity to others and helps young children build attitudes 
of cooperation and sharing, 


t 
action stories are short, narrative accounts dealing with human relations 
which are used to uncover various attitudes and emotions. They may be 
written by the teacher or may be passages selected from published works. 
They deal with a variety of topics such as sharing, teasing, responsibility, 
peer pressures, respect for property, intercultural relations, and others. The 
story is read to the children, and they are asked to tell their feelings about 
characters, situations, what they would do under similar circumstances, 
what alternatives were available to the characters, and other similar reac- 
tions. This critique and analysis is similar to the one held at the conclusion 
of a creative dramatics activity. 

This chapter has presented some of the possibilities for using various 
activities to support and enhance learning in the social studies. Any of 
them can be used with young children to promote growth in human re- 
lationships. Similarly any of them can be misused and overused. Activities 
are of value only when viewed as means to ends and when the purposes 
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Dramatizations can be used to make historical material more interesting for pupils 


and goals are unmistakably clear to both the teacher and the children, Ac 
tivity for its own sake is rarely justified as a part of social studies instruction. 
The teacher or preteacher who genuinely appreciates the contribution these 
activities can make to social studies will extend his knowledge of the vanous 
teaching techniques associated with their use. For this reason a rather 
extensive reading list is provided at the conclusion of this chapter. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 

1) Select a problem which could arise as part of a unit in a grade of your 
choice. Develop ways you would organize the class to do research on the 
problem. List specific procedures you would use. 

2) Describe a construction activity which might be utilized with a grade in 
which you have a special interest. Identify the specific educational values 
of such an activity and indicate the social studies objectives such an activity 
could help children attain. 
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3) 


10) 


When you have the opportunity to visit elementary classrooms, observe 
the type of constructions which are under way in those rooms. Are they 
accurate and authentic representations? What purposes was the teacher 
hoping to accomplish through the use of the construction? 


Demonstrate to the class the manner in which one would proceed with 
a processing activity with a group of children. Explain how you would 
point out to children that some of the material is partially processed. In- 
dicate the concepts being developed in this activity. 


Consult curricular materials in your local curriculum library and make 
pencil sketches of construction plans which you may wish to use at some 
time in the future. 


What special problems of supervision present themselves when children 
use such tools as hammers, saws, tin shears, chisels, pliers, etc.? What 
would be your attitude toward the use of such tools by an impulsive 
and/or irresponsible child? How would you handle such a situation? 


Select a topic which might be used for a unit in a grade in which you 
have a special interest. Indicate suitable music activities to.be included 
in the unit. Do the same with the various dramatic and art activities 
discussed in this chapter. 


Prepare a bulletin board display demonstrating what might be called 
“patterned” art as compared with creative art. Can an art activity in con- 
nection with social studies have personal values for the pupil engaging in 
the activity as well as having a general aesthetic quality? 


What specific values can you name which can be gained through the use 
of dramatic play in connection with a social studies unit? Can dramatic 
play stimulate students to do research? In what way? Do you think the 
term dramatic “play” is an especially appropriate one as this activity is 
used in social studies? 

Select one of the areas discussed in this chapter in which you feel some- 
what weak. Do additional reading and study in that area; then experiment 
with the application of your new knowledge and skill to actual situations 
with children. 
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CHAPTER 9 
Helping Children Interpret Graphs, 
Charts, and Cartoons 


The use of sketches, diagrams, and simple graphic portrayals to com- 
municate ideas is as old as the written history of mankind and, strangely 
enough, seems to be used to a greater extent and more effectively in the 
twentieth century than in any other previous period. In primitive times 
these devices were used as a means of setting down a written record of 
ideas and events since writing as we know it today did not exist. Today, 
graphic devices are used chiefly for persuasive purposes and as a means of 
simplifying some of the exceedingly complex ideas with which we must 
all deal, Primitive man undoubtedly selected graphic means to record his 
thoughts because of the simplicity of those mediums. Modern man uses 
them for essentially the same reasons. 

Visual materials in the form of graphs, charts, and cartoons are ex- 
ceptionally effective devices for conveying ideas. They are, first of all, much 
simpler to understand than a completely narrative account would be in 
relating the same information. A small chart on the pages of the child’s 
textbook shows him the steps in the manufacturing process of plywood. 
He sees before him a series of sketches showing the raw wood at the be- 
ginning and the finished product at the end. The opportunity for misunder- 
standing is minimized since the ideas are represented in pictures. The 
same explanation in print would more than likely require several pages, 
and the opportunity for misunderstanding or lack of understanding of the 
process would be greatly increased over the use of a simple chart. (Who 
has not heard the expression, “Do you want me to draw you a picture?” 


after a verbal explanation has been attempted! ) 
Graphic materials make it possible for us to understand the many sta- 


tistical concepts with which we deal. The Secretary of Agriculture, for 
example, addresses a nationwide television audience on the current farm 
situation. In his discussion, he presents astronomical figures regarding the 
millions of tons of rice, cotton, wheat, and corn produced by the nation’s 
farmers and compares current figures with production in previous years. 
He also discusses the amount of money paid by the government in sub- 
sidies. These figures run into hundreds of millions of dollars. It is im- 
possible for most persons to comprehend such large numbers, make in- 
telligent comparisons, and see relationships when the numbers are con- 


yeyed verbally or even in print. Through the use of carefully constructed 
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graphs and charts, the Secretary reduces these complex statistics to intelli- 
gible quantities and presents them in such a manner that they can be un- 
derstood by the average layman. Persons who have the responsibility to 
inform the public have learned that graphic devices are far superior to 
the spoken or written word alone in conveying meaning. 

It is unfortunately true, however, that graphic devices can be used 
equally effectively for promotion of selfish ends as well as portrayal of un- 
biased objective information. This intensifies the need for critical judg- 
ment on the part of citizens. Our votes, loyalties, dollars, values, beliefs, in 
fact everything we do is bargained for on a competitive market. Generally 
speaking, if we make intelligent and responsible decisions, we examine 
critically what each competitor has to offer and make our selection on the 
basis of what is best for us personally and for the society in which we live. 
Through experience and education, we learn to discriminate between the 
valuable and the valueless, between the good and the bad, and between 
the reputable and disreputable sources of information. We do not always 
make wise decisions, but in any case, the final decision is ours to make. 
That we find decision-making difficult should not surprise us for we are 
subjected daily to a tremendous volume of misleading and conflicting 
persuasive information, much of it in the form of very convincing graphic 
materials. ‘This tends to cloud our sense of critical judgment, and we find 
ourselves being less objective than we should like. If the citizen did not 
discount much of what he reads and hears in the way of advertising, oratory 
during political campaigns, sales talk in major purchases, “scientific proofs” 
of all sorts—well documented with charts, graphs, and other “facts,” he 
would find himself deceived at every turn. He sometimes becomes either 
fearful and submissive—an easy prey for the huckster—or cynical, bitter, 
and suspicious of everyone. Since it is not likely that practices along these 
lines are going to change suddenly in the foreseeable future, the child needs 
to learn how to live intelligently in a world of persuasive materials. As the 
individual citizen becomes more discriminating in his choices, the likeli- 
hood of deliberate misrepresentation will be minimized. Because many of 
our daily decisions are made on information we obtain through the medium 
of charts, graphs, and cartoons, the need to know how to read, interpret, 
and understand them is especially important. 


Teaching Children the Use of Graphs 


THE use of graphs is perhaps the best means of comprehensively 
representing the great amount of statistical data which surrounds us. In 
this age of statistics, it often happens that we are less interested in the 
figures per se than we are in using them for comparisons with other figures. 
The citizen wants to know how much of his tax dollar is spent for various 
items in order to determine whether that amount is greater or less than it 
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was in the past, or to see the relationship of individual budget items to one 
another or the way the items compare with budgets of other countries, etc. 
Because the numbers are extremely large, such comparisons are difficult to 
make. But if the data are shown graphically, the relationships can be seen 
at a glance. The greatest strengths of graphs lie in the fact that they make 
statistical data easy to comprehend, that in them relationships are easily 
seen, and that it may be possible to discern trends which are occurring. It 
is important to recognize that graphs represent data as they actually are 
and do not indicate the reasons for the conditions which the graph repre- 
sents. One needs to be extremely cautious in inferring causal relationships 
from the data presented in graphs. Everyone can think of examples where 
concomitance and coincidence have been mistaken for causation. 

In the past, it was thought that children below the middle grades 
could not comprehend graphs, but more recently it has been found that 
this is not true. When the content of graphs deals with experiences the 
children themselves have had or are having, they are able to see the rela- 
tionships the graph is attempting to portray. In the first grade, the children 
can grasp the idea of a simple bar graph recording daily temperature. They 
can keep a bar graph or simple pictorial graph showing money which they 
are collecting for the March of Dimes, Community Chest, or similar drives. 
In the third grade, children may keep a graphic record of spelling words, 
arithmetic scores, money in the school savings plan, etc. The bar graph 
can be understood by young children, particularly if it uses pictorial sym- 
bols. An extremely simple bar graph of this type may be constructed to 
show the number of boys and girls in the room. Initially there should be a 
one to one relationship between the number of stick figures on the graph 
and the number of children in the room. Later this same graph can be 
modified to show that one stick figure on the graph can be used to repre- 
sent more than one child in the classroom. Both graphs and charts are 
generally more effective if the material is presented in pictorial or semi- 
pictorial fashion than if it is completely abstract. This especially applies 
to their use with younger children. ; 

Young children can also grasp the relationships which are shown in 
an area graph. A simple area or circle graph showing the manner in which 
they divide their time on various activities can be understood by them. 
This type of graph is constructed on a percentage of area basis and, there- 
fore, the children must have a substantial understanding of arithmetic in 
order to construct them. The children are rarely ready for this below the 
upper grades. When children construct area graphs free-hand, they are 
usually inaccurately drawn because the children cannot depict the area 
relationships with precision. For example, if a child wishes to show the 
relationship of two quantities, one being twice as large as the other, the 
area of the two figures used must, of course, maintain this same relation- 
ship. In using pictorial symbols such as bags of money, he is not able to 
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THE AMOUNT OF MONEY COLLECTED IN COMMUNITY CHEST 
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$1,000,000 


$900,000 


$800,000 


$700,000 


$600,000 


$500,000 L 


1959 1960 1961 1962 


Figure 15. This graph illustrates how wrong impressions are conveyed when pictorial 
graphs are improperly constructed. Notice that collections did not double during the 
period covered by the graph, yet the feather representing the 1962 drive is several times 
larger than the one representing the 1959 drive. The basic errors in this graph are (1) 
it does not show the first $500,000 collected and (2) the size of the feathers is inaccurate 
with respect to one another and to the quantities they are supposed to represent. 


draw them exactly enough to keep this relationship accurate. If area graphs 
are used in the lower grades, they need to be carefully explained, and chil- 
dren should not be asked to construct them until they have a clear under- 
standing of the arithmetic involved. 

The most accurate of graphs is the line graph, ordinarily used to show 
changes in quantity through measured amounts of time. Children can 
Be taught the basic features of this graph and can construct it in the middle 
grades. It is an excellent device to show changes in temperature during 
various months of the year, the increase in the number of telephones, 
automobiles, homes with electricity, tractors, population changes, and 
similar data. It frequently happens that more than one set of related data 
can be shown on one graph. For example, from 1920 to the present there 
has been a continual increase in the number of automobiles. During the 
same time, the number of horses used for transportation has declined. Both 
of these variables can be shown on the same graph with one line ascending 
and the other descending. 

Since the steepness of the slope of the line is usually interpreted as an 
indication of the rapidity of the change, the middle-grade child should 
be familiarized with the manner in which bias may be brought into the 
construction of the graph. This can be demonstrated by placing the same 
data on conventional graph paper; then on a grid work where the “squares” 
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Figure 16. It is important for children to learn that graphs can create false im 
pressions. In the line graphs above, the same data were used on three different grids, 
resulting in varying steepness in the slopes of the lines. Consequently, although the facts 
are the same, the rate of change appears markedly different. 


are rectangular in shape. The slope of the line will vary considerably de- 
pending upon the nature of the grid used and is an important consideration 
in the interpretation of these devices. Figure 16 illustrates this point. 
Perhaps the best way for the child to learn about the construction and 
interpretation of graphs is for him to make them himself. This is one area 
of the social studies which can and should be closely related to arithmetic 
instruction. A good way to begin is for the teacher to have very simple 
data concerning something within the experience of the children of the 
class. He places these data along with the grid which will be used on the 
blackboard. With the class he discusses the purpose of the graph, the need 
for the grid, the intervals which are used and how these are determined. 
The importance of the accuracy of the data will be stressed, although it 
will be emphasized that the graph is intended to show relationships rather 
than accurate statistics. Emphasis will also be placed on such things as the 
need for equal intervals, title, and for visual simplicity. As the various fea- 
tures of the graph are explained and discussed, the teacher will place the 
data on the grid until the graph is completed. The teacher and the class 
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è Pupils learn to read graphs by making and using them as a regular part of unit ac- 
ivities. 


should then discuss the essential facts about graphs, about graph reading 
and construction, listing these points on the blackboard. Immediately fol- 
lowing this demonstration the teacher should have additional sets of data 
at hand, graph paper, and other necessary materials and have the children 
themselves construct graphs. These, in turn, are displayed, discussed, and 
evaluated in terms of the essential facts about graphs which were placed 
on the blackboard. The teacher will then turn to graphs which appear in 
the children’s books and those from magazines which he has brought to 
class. These, too, are discussed and evaluated. The class can then be en- 
couraged to bring graphs they find in magazines and newspapers in order 
that they may be studied and displayed appropriately in the classroom. 
The procedure just described is not presented with the intention that the 
teacher will follow it exactly, but rather as an indication of the need for 
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systematic teaching of the complex skills of graph reading and interpreta- 
tion. 

After children have acquired a basic understanding of graphs and know 
how to make them, they should be encouraged to make and use graphs 


Figure 17. The above diagram illustrates how the popular “pie” graph is sometimes 
used to create an incorrect impression. Because the sketch is shown in perspective, the 
sizes of the sections are distorted. Thus, sections farthest from the viewer appear smaller 
than those in the foreground, although arithmetically, they represent equal amounts. 


frequently in summarizing and reporting work done in connection with 
unit study. If the Secretary of Agriculture finds it necessary to use graphs 
and charts in clarifying points as he addresses an audience of adults, how 
much more important it is to use these visual devices when speaking to 
children. Here is a middle-grade child giving a report to his classmates on 
the growth in population of his home state during the past one hundred 
years. Why not construct a graph to show these data? Or suppose the 
question of distance between some city such as New York and other im- 
portant cities of the world is discussed. Would not a graph show these 
data about as vividly as any medium which could be selected? Graphs 
can be of immeasurable help in clarifying much of the statistical data which 
grow out of the social studies unit. A few examples of the uses of graphs 
in this respect might be to show differences in temperature, growth of 
product use, production output, increasing use of resources, reduction in 
diseases, length of important rivers, sizes of cities, loss of topsoil through 
erosion, increasing speed of travel, growth in use of telephones, amount of 
money made by various concessions at a school carnival, progress of an 
animal experiment in nutrition, how a family or community spends its 
money, or the number of serious accidents from various causes. Situations 
such as the ones suggested give the children valid reasons for making and 
using graphs as well as constituting a useful source of information on topics 
studied in the unit. 

Genuine understanding of graphs, of course, comes only after continued 
careful study. The need to keep the data simple and based upon the 
child’s experience is essential. It is a good procedure to have children use 
graph paper rather than to construct their own grids because of the time 
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which is consumed by them in the preparation of the grid. The construc- 
tion of graphs by children should focus upon information being portrayed 
by the graph rather than upon artistic perfection. While the teacher should 
hold the children to high standards of neatness and orderliness, there is 
little justification for making art lessons out of graph construction. The 
best teaching of graphs will occur when the teacher provides many oppor- 
tunities for the construction and reading of graphs associated with the 
regular social studies instruction, and provides the children with specific 
instruction in their construction, interpretation, and use. 


Teaching Children the Use of Charts 


FORMAL CHARTS 


Within recent years there has been a noticeable increase in the use 
of charts in and outside of school. Like graphs, their value lies in the repre- 
sentation of complex ideas with which we must deal in modern living. 
They do this by providing a degree of concreteness to ideas and focusing 
attention upon the relationship between facts. They are widely used in 
advertising, appear in the daily newspaper in great numbers, and are used 
extensively in the business world as well as in government. Modern social 
studies textbooks make extensive use of narrative, tabulation, relationship, 
pedigree, classification, organization, and flow charts. 

The narrative-chart is widely used to show developments in a procedure, 
to compare developments, or to illustrate events along a time dimension. 
It often depicts steps in a procedure such as how a bill becomes a law, how 
automobiles are assembled, or how a newspaper goes to print. The narra- 
tive chart may also be used to portray developments such as the history of 
the use of the wheel, changes in the structure and design of trains through 
the years, or changes in dress styles during the past century. In order to 
illustrate events which occur along a time dimension, it may be used to 
depict events which led to the outbreak of World War II or the hazards 
encountered by a group of pioneers on their way to the Oregon country. 
In the last case, it may combine the use of a map and a chart and is some- 
times called a “map-chart.” The narrative chart is so named because it tells 
a story. It is frequently used in social studies textbooks and is a very effec- 
tive learning device. It is easy to read; the eye can freely follow the story 
step by step. 

The tabulation chart is usually a listing of data in table form in order 
to facilitate making comparisons. The labor leader wishes to show the 
income of various occupations over a period of five years. These data are 
listed side by side and the comparisons can be made by the reader. A chart 
in the social studies book may show the minutes of labor required to earn 
enough to buy various essentials for living such as bread, shoes, clothing, 
and shelter in the United States, Great Britain, China, and the U.S.S.R. 
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HOW TO SEND A LETTER 


2. Place your own name 
and address in the 
upper left-hand corner 
of the envelope. 


folie Cagle 


. Make sure it is 
addressed 
correctly. 


Duh (Amie at 


3. Place a stamp 
on the letter. 


4. Put the letter 
in a mailbox. 


Figure 18. An exceedingly simple narrative chart—one of several types of charts used 
in social studies instruction. 


The encyclopedia may present in table form the number of telephones per 
capita in several countries of the world. All of these are forms of the 
tabulation chart. Its purpose is to present data in a form which facilitates 
comparison of the items. 

The relationship chart may take many forms, but its chief purpose is 
that which its name implies—to show relationship. A chart showing the 
manner in which gas and oil lines lead from the oil well to the nearby 
chemical plant, synthetic rubber plant, the refinery, storage tanks, and 
the transportation facilities which are needed to market the resultant mate- 
rials would be an example of this type of chart. A diagram showing the 
interrelatedness of various aspects of our transportation system would be 
another example. Most teachers are familiar with the relationship chart 
which is used to show the various forces which are brought to bear upon 
the life of the young child; the home, school, and community usually being 
represented by concentric circles surrounding the child. Still another ex- 
ample would be a chart showing the voting record of various senators and 
representatives and identifying them with specific bills or issues. In a sense, 
all charts show relationship of factors presented. 

A chart designed to show developments which have a single origin is 
called a pedigree chart. It is sometimes used to show lineage of a family 
(genealogy) and thus becomes a family tree. It can be used to show the 
development of a movement such as the struggle for freedom, the extension 
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of the franchise, growth of organized labor, political parties, etc. which had 
a single origin but since developed in many directions. Children enjoy 
making charts of this type as they trace the history of their own ancestry. 
It serves as one way the child can identify himself with the past as well as 
familiarize himself with his own family background. Children usually find 
this interesting. 

Closely related to the pedigree chart is the classification chart which 
organizes and groups data in such a way that relationships can be seen 
easily. A meat packing company furnishes a chart showing the manner in 
which various cuts of meat are classified. Here, the child can see how 
meat is rated as choice or commercial, and that it may be classified in 
terms of the animal from which it comes such as beef, pork, veal, and 
mutton, These, in turn, may be subdivided into steaks, roasts, chops, and 
other cuts. A chart may be constructed to show community workers who 
help keep us well. These can be subdivided into doctors, dentists, nurses, 
city or county health officers and inspectors. We use classification charts 
whenever we begin categorizing various types of data. 

Every school child is familiar with the organization chart. It is designed 
to show schematically the internal structure of an organization such as the 
school, community, state or federal government, a corporation, student 
council, etc. Almost everyone recalls the chart showing the division of the 
federal government into three branches, the executive, legislative, and 
judicial. These are generally shown by a series of three rectangles on the 
same horizontal level representing equal status. These, in turn, have lines 
extending from them, and the various subagencies are represented by other 
rectangles. At the apex of the chart is a single rectangle representing the 
electorate with direct lines extending to each of the three departments of 
government. Many organizations have a complex structure, and the use of 
organization charts makes an understanding of their structure somewhat 
easier. 

When one is attempting to show a process which involves a change at 
some central point or series of points, a flow chart is used. Generally, a 
series of arrows is used to indicate the flow of materials into the central 
point of interest where it is altered, exchanged, or modified in some way 
and is then shown leaving the critical point. Thus, into the meat packing 
plant go cattle, pigs, sheep, and calves and out come cuts of meat—ham, 
bacon, pork chops, roasts, and by-products. Into the schools of the nation 
come boys and girls from all walks of life and out come the citizens of 
tomorrow. Into a factory go various raw materials and out come the fin- 
ished products. The flow chart is exceedingly helpful in clarifying social 
studies concepts which involve processes of the type described. 

In social studies the teacher will want to’ make extensive use of the 
charts which appear in books, in free and inexpensive materials, and in 
newspapers and magazines as well as charts which are made in the class- 
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Figure 19. Flow charts are helpful in calling attention to changes which occur at 
critical points. 


room by the teacher and children themselves. The best charts are those 
which are simple, vivid, and concrete; but it is a mistake to assume that 
because a chart has these characteristics it will be easily understood by the 
children. Time must be taken to teach youngsters how to read and inter- 
pret charts. One way this can be handled is to call the attention of the 
class to a chart which appears in their books or one which is large enough 
to be displayed in the classroom where all can see it. The teacher and the 
class discuss the general nature of the chart, its title, and the subject with 
which it deals. The class learns how relationships are shown, where the 
chart begins, and how it is to be read. They look carefully at the sketches 
which are used, particularly if the principals appear in caricature. At the 
conclusion of the instruction, a generalization or conclusion should be 
stated. In short, the instruction should follow some systematic pattern, and 
the teacher should not depend upon simply making occasional and inci- 
dental references to charts if their maximum value as instructional aids is 
to be realized. In addition to the direct instruction which is given from 
time to time, the teacher will want to utilize every opportunity to use charts 
in a meaningful way in the regular unit work of the class. 


INFORMAL CHARTS 


In addition to formal and commercially prepared charts, the teacher 
will find the use of informal charts indispensable in teaching social studies 
units. Informal charts are the ones which are developed and constructed 
by the teacher or by the children themselves. They are commonly placed on 
wrapping paper, oak tagboard, newsprint, “butcher” paper, chart paper, or 
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the blackboard. They may contain diagrams, sketches, pictures, or other 
illustrative material or may simply be written accounts of experiences or 
activities related to the unit under study. Michaelis groups informal charts 
of this kind into the following categories: 


Experience charts for reading and discussion based upon field trips, experi- 
ments, constructions, and other firsthand experiences. 

Group standards charts for use in work periods, discussion, dramatic play, 
making reports, committee work, and cooperating with others. 

Sequential charts such as time-ines, charts, records and logs of activities, 
calendar of events, sequence of activities, and records of progress. 

Direction charts for use in construction, field trips, map making, processing 
materials, describing use of references or tools and materials, and carrying 
out other activities. 

Creative expression charts to record songs, poems, and stories. 


Vocabulary charts for listing frequently used terms and concepts related to 
the unit of work. 

Organization charts to summarize committee organization, organization for 
a trip, or organization of various institutions or groups studied in units 
of work. 

Information charts to clarify basic.facts needed for various activities. 


Classification charts to record such items as types of boats, dwellings, food, 
shelter, clothing, weapons, utensils, and arts and crafts. 


When charts are constructed for use with primary-grade children it is 
essential that the mechanics and make-up of the charts conform exactly 
to patterns which are being taught in the basic language arts program. For 
example, the style of lettering used should be exactly the same as that used 
by the children in manuscript writing, capital letters and punctuation 
marks should be used only where they are used in ordinary writing, and 
the reading vocabulary should follow as closely as possible the vocabulary 
being developed in the basic reading program. Careful attention should be 
given to the format to facilitate ease of reading—uniform margins; well- 
spaced letters, words, and lines; natural phrases of appropriate length; and 
sharp, clear lettering. Phrases should not be broken at the end of a line 


such as: 


The fresh milk is kept in 
a cooler. 


But rather: 
The fresh milk is kept 
in a cooler. 


1John U. Michaelis, Social Studies for Children in a Democracy, rey. ed., Engle- 
wood Cliffs, New Jersey: Prentice-Hall, Inc., 1959, PP- 339749- 
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Middle- and uppergrade children can be encouraged to make and use 
charts in connection with their reports, committee work, and displays. As 
was true with graphs, the children need be less concerned with the artistic 
perfection of the chart than with the manner in which it conveys ideas. 
Simplicity, vividness, concreteness, and accuracy of the idea presented are 
more important considerations than artistic finish. Before chart making is 
undertaken, the teacher and the class will want to establish guidelines for 
the construction of them, and the products should then be evaluated in 
terms of those criteria. 


Cartoons 


ALMOsT everyone enjoys the humor of good cartoons. Some persons 
regularly buy the Saturday Evening Post or the New Yorker because they 
enjoy the cartoons these magazines present. Cartoons seem humorous to 
us because we see a part of our own experience reflected in them and be- 
cause they deal with situations which are commonly known to all of us. 
They exaggerate, the subjects are presented in caricature, and they are 
designed to show all the vices or virtues associated with a particular char- 
acter in our culture. They give us a chance to laugh at ourselves, and 
thereby add spice and variety to living. 

When dealing with social or political matters, however, cartoons may 
be anything but funny—especially to the person or group represented in 
them. The same techniques of symbolism, the use of familiar situations, 
exaggerations, satire, and caricature are used to present forcefully a single 
point of view. The cartoon does not allow the reader or the person por- 
trayed in the cartoon an opportunity for rebuttal. Recognition of the fact 
that only one point of view is represented in cartoons is exceedingly im- 
portant in their interpretation. Older children need to be taught the gen- 
eral make-up of cartoons which deal with social and political problems and 
need the experience of critically evaluating them. It is well for the children 
to present an opposite point of view from the one presented in the 
cartoon, 

The symbolism used in cartoons causes much confusion in the minds 
of some children. When the characters are portrayed as animals, the chil- 
dren tend to associate those animals with various national groups. Cartoons 
use stereotyped concepts of people which add little to the type of interna- 
tional understanding we are attempting to foster and encourage in the 
social studies program. Figurative terms such as “Iron Curtain” are repre- 
sented as walls of iron, leading the child to believe that such a wall exists in 
a literal sense. Cartoons usually demand a high level of understanding on 
the part of the reader of the issues involved if they are to tell their story 
accurately; thus, the child needs to be instructed and helped in developing 
the skill of interpreting cartoons. 
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The material presented in this chapter is not intended to create the 
impression that learning to read and understand charts, graphs, and car- 
toons will be completed in the elementary school. Proper use of these de- 
vices calls for the application of many subtle interpretive and comprehen- 
sion skills. Moreover, life experience is important in understanding their 
meaning. Therefore, all that can be hoped for at the elementary school 
level is an introduction and systematic presentation of such devices, con- 
fining their use to those situations which are clearly within the realm of 
experience of the young child. When this is done, a good groundwork will 
have been established for an extension of an understanding of them at the 
junior and senior high-school levels. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 
1) Construct a line, bar, and area graph using data and format which would 
be suitable for use with primary-grade children. 


2) Prepare a poster showing how graphs can convey false impressions. Obtain 
samples of such graphic material from newspaper and magazine advertising. 

3) Construct samples of the various formal charts discussed in this chapter. 

4) What types of misunderstandings are likely to develop when principals 
in charts and cartoons appear in caricature? How can good use of these 
materials prevent such misunderstandings from developing? 

5) Construct samples of the informal charts discussed on pages 242-244, 
observing the suggestions for the construction of such charts which the 
text discusses. 

6) Find a cartoon which might be suitable for teaching purposes in a grade 
of your interest and choice. Present the cartoon to your classmates and 

ə indicate points you would want to make in using it with children. 

7) Since graphic materials are used to show relationships rather than exact 
quantities, to what source might the pupil turn if he wanted to obtain 
exact amounts? 

8) Why must one be extremely cautious and skeptical of scientific “proofs” 
which are presented graphically in advertising? 

9) What are some of the advantages and limitations in using the blackboard 
for the construction of graphs, charts, and cartoons? 

10) Present illustrations of typical uses of graphs, charts, and cartoons in 
material prepared for adult consumption. Illustrate how these same graphic 
devices can be used for good teaching in the elementary school. 

11) Show by specific illustrations how the reading, interpretation, and use 
of graphs, charts, and cartoons can be taught as a part of a social studies 
unit. Does this approach conflict with the need to teach the meaning 
and use of these devices in a systematic fashion? 
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CHAPTER 1 0 


Teaching Children the Use 
of Globes and Maps 


Social studies has a special responsibility to teach youngsters the 
skills of reading and interpreting globes and maps. While this has been 
one of the purposes of social studies instruction for many years, the need 
for skill in the use of these tools has taken on additional importance in 
modern times because of the course of world events. When the United 
States entered World War II, it became immediately apparent that Ameri- 
cans did not know their geography as well as they might. Suddenly Ameri- 
cans were reading newspaper headlines carrying the names of places of 
which they had never heard. Young men found themselves in stations 
around the world which had been previously unknown to them. Since 
1945 Americans have maintained a continuing contact with nations of the 
world—some of them well known, others obscure. Because international 
affairs demand the attention of the American citizen to the extent that 
they do, he has genuine need for skill and facility in the use of the basic 
tools of geography—globes and maps. 

Teachers in secondary schools and colleges have long expressed disap- 
pointment concerning the student’s inability to read and interpret maps 
and globes. The feeling exists that map and globe reading and interpreta- 
tion should be taught in the elementary schools in order that the pupil 
may apply these abilities and skills when needed in the later grades. It 
happens, however, that globe and map reading and associated interpretive 
skills and abilities are not taught to completion at any one school level. 
The child is introduced to them fairly early in the elementary school on an 
informal basis, and each succeeding year should bring an extension and 
refinement of these skills and abilities. Map reading is a developmental 
process, just as is conventional reading, and one that can continually be 
improved throughout life. This being the case, all elementary teachers can 
expect to shoulder responsibility for the teaching and maintenance of these 
learnings just as they do in the case of reading, arithmetic, and other skills. 


Basic Nature of Globes and Maps 


cLosEs and maps use combinations of colors and symbols to repre- 

sent all or a portion of the earth. Since the earth is spherical in shape, the 
globe is a very small model of it and is, therefore, the most accurate repre- 
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sentation of the earth which is available in the classroom. The difficulty 
with the globe, however, is that in order to represent an area the size of 
one of our states with any amount of detail would require a globe so large 
that it would be impossible to carry around or keep in a classroom, It is 
much more convenient to take a small section of the world map, such as 
a single country or a state, enlarge it, and place it on a sheet of paper 
which can be displayed on the wall of the classroom or conveniently rolled 
up and stored out of the way when not in use. As a consequence, man has 
for centuries been experimenting with ways to show accurately the round 
surface of the earth on flat paper. But since the earth is round and maps 
are flat, there is no way of representing the earth’s surface on a map with- 
out making some adjustment in the representation. This can be demon- 
strated to children very vividly by securing a 6-inch rubber ball, cutting it 
into two hemispheres, and having children try to flatten it out on a table 
top or on their desks. The hemispheres will not lie flat and cannot be made 
to lie flat unless they are cut in some way. If the hemispheres are cut into 
gores and tacked down, the surface of the ball no longer looks as it did 
before. Similarly, flat maps do not look as the surface of the globe does 
because adjustments had to be made in the process of representing a round 
surface on a flat one. For this reason it is important to remember that no 
map is accurate in every respect and that all maps contain some distortion 
of areas represented. 


GRID WORK 


Globes and maps use a system of coordinates or grids in order that 
directions can be established and places located accurately. The grid work 
consists of a series of east-west and north-south lines referred to as parallels 
of latitude and meridians of longitude respectively. The parallels of lati- 
tude encircle the earth in an east-west direction and are used to measure 
distances in degrees north and south of the equator. The meridians of longi- 
tude encircle the earth in a north-south direction, converge on both poles, 
and are used to measure distances in degrees east and west of the prime or 
Greenwich meridian, Parallels of latitude become shorter in length as they 
approach the poles while meridians of longitude are all the same length. 
The nature of this imaginary grid work over the earth is extremely impor- 
tant to understand when consulting maps and globes. In the process of pro- 
jection, the grid is usually modified, thus resulting either in shrinking 
or stretching some areas out of their actual shape. If a land area lies be- 
tween the boundaries of a given latitude and longitude, it must be pre- 
sented in that location irrespective of the arrangement of the grid. When 
the North and South Poles, which are single points, are extended to the 
width of the map as they are in the Mercator projection, distortions in 
the polar areas are severe. 

The need for the grid work as a means of locating places on the earth 
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may be demonstrated to children by using a playground ball 12 to 16 inches 
in diameter, preferably one that has no lines on it at all. The teacher can 
begin the demonstration by taking a piece of chalk and placing an “X” 
mark on the ball in some place. He can then ask the children to describe 
the location of the mark exactly. This, of course, is impossible to do unless 
there are other previously established points of reference on the ball. For 
example, if the children say that “X” is on the upper half of the ball, the 
ball can be turned about, making the statement incorrect since now it is on 
the lower half of the ball. Children quickly discover the need for well- 
defined reference points and, if measuring is involved, the need for a point 
of origin. Locating the “X” becomes easier and more exact, for example, if 
we have a North Pole, a South Pole, and an equator. The location can 
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Figure 20. Middle-grade children can learn to use a grid in locating places by using 
road maps which have coordinates of the type shown in this diagram. 
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be made even more precise by adding a meridian or north-south line. The 
more north-south lines and east-west lines one has to work with, the more 
precisely one is able to locate points. This is the manner in which places are 
located on the surface of the earth if their location is to be pin-pointed 
exactly, Precise location of places on a map or globe in terms of degrees 
should not be attempted below the seventh or eighth grades, however. 
Middle-grade children can become accustomed to the use of coordinates in 
locating places by using simple road maps as shown in Figure 20. 


SCALE 


Any portrayal of the earth on either a map or a globe is, of course, a 
graphic reduction from its actual size. This is accomplished through the 
use of scaling—reducing everything in an equal amount. Through the use 
of different scales it becomes possible to show an area of the earth’s surface 
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on different size pieces of paper. A map of North America can be placed 
on the page of a child’s textbook or on a large wall map. All maps and 
globes prepared for school use should have the scale indicated on them. 

There are three commonly used methods of expressing scale on maps. 
One is known as the “inches to miles” method. This means every inch on 
the map represents a specified number of miles on the ground, i. e., “1 inch 
equals 100 miles.” While this method seems not too complex, it has one 
serious shortcoming—that of using one unit of measurement for the map 
(inches) and a different one for ground distance (miles). On one map the 
scale may be 1 inch equals 50 miles, on another it may be 1 inch equals 
200 miles, on a third it may be 1 inch equals 400 miles, and so on. In 
order to avoid the inches and miles confusion, a “graphic scale” may be 
used. 
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Figure 21, The segments in this iJlustration are not inches but are simply segments 
of equal length which represent miles on the map. 


The child may place an edge of a piece of paper between the two points 
on his map, mark them, and lay the edge along the scale in order to find the 
distance in miles. This is the easiest scale to understand and to use and 
can be taught in fourth grade. Later in the grades the children can also 
use the inches to miles scale. Figure 21 illustrates a graphic scale. 

A mueh more complex method of expressing scale is through the use 
of a representative fraction. It is expressed as a ratio between units on 
the map and similar units on the ground. Hence the representative fraction 
1/10,000 means that one unit of anything on the map stands for 10,000 
of the same units on the ground. For example, 1 inch on the map would 
represent 10,000 inches on the ground. If one were interested in finding 
distance in miles, he would then convert inches to miles. This method 
should not be taught in the elementary school except perhaps as an enrich- 
ment activity for gifted children. 


SYMBOLS 


Maps and globes use a variety of symbols to represent places and 
things. Learning to read maps and globes involves learning this special 
“language” of maps and globes—knowing the meanings of the symbols used. 
If everything could be represented by a picture of the real object, map read- 
ing would be relatively simple. More frequently than not, however, the 
symbol used bears no resemblance to the object represented, and the 
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reader cannot understand nor interpret the map unless he is familiar with 
the symbols used. 

Map symbols vary in abstraction ranging from those which are pictorial 
and least abstract to those which bear no resemblance at all to the object 
being represented. 
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Figure 22. The above diagram illustrates varying degrees of abstraction in symbols 
which could be used to represent a church. 


The use of pictorial or semipictorial symbols will simplify map reading for 
young children. The younger the children are, the less abstract should 
be the symbols used. In map making and map reading in the primary 
grades, pictorial and semipictorial symbols should be used almost entirely. 
It is helpful, too, if the symbols are not only pictorial but three dimensional 
as well. That is, small models of churches, homes, schools, and other ob- 
jects placed on the map on the classroom floor will make map reading more 
theaningful for primary-grade children. As they move into the middle and 
upper grades, children can learn to use conventional map symbols as illus- 
trated in Figure 23, page 252. 


COLOR 

Many maps and globes employ the use of color for a variety of pur- 
poses, the most common being to indicate land elevations, to represent 
political boundaries, to show rainfall, population, temperature, or similar 
data. Confusions regarding the meaning of color on maps are well known. 
Children oftentimes think that the color used on the map is the actual color 
of the area represented. Consequently, they come to believe that Montana 
is orange, Iowa is yellow, or Florida is green. Sometimes countries and their 
territorial possessions are shown in the same color, but on other maps they 
may not be represented in this way. As a result, children who have learned 
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Figure 23. Examples of standard symbols used on maps. 


that “countries and their possessions are shown in the same color” may 
develop erroneous ideas when consulting maps where such a color scheme 
is not used, 

As used in map reading, color should be taught as a special kind of 
symbol. This means that one should consult the legend or key of the map 
in order to be sure that he knows what the colors stand for and how 
the colors are used. In the primary grades children can understand that 
the dark blue areas on their globe represent water and the brown areas 
represent land. They begin to learn that color on maps is used for purposes 
other than simply decorative ones. The special uses of color to represent 
data on maps can be taught gradually as the child moves into the middle 
and upper grades. 


LEGEND 


Maps and globes have a legend which is the key to the symbols, 
scale, and other data represented on them. The person skilled in the use of 
maps will turn immediately to the legend to learn the special meanings of 
the symbols used. As a matter of procedure, the map maker may use any 
symbols he chooses as long as they are explained in the legend. The com- 
mon practice, however, is to use standard map symbols. Early in the 
grades pupils can become acquainted with a legend and accustomed to 
using it by including a legend on the maps they themselves make in the 
classroom. In the middle and upper grades the teacher should call the atten- 
tion of the class to legends on maps from time to time and note the in- 
formation given. 
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Figure 24. A knowledge of the basic make-up of maps helps identify major skills 
needed in order to use maps as a source of information. 


Instructional Experiences with the Globe 


THe globe is an object which has adorned classrooms for decades. 
The 12-inch, metal meridian globe colored in various shades of dull green 
and suspended from the ceiling by a system of pulleys, while rarely used, was 
as much a trade-mark of American elementary education as the Little Red 
Schoolhouse itself. But like the Little Red Schoolhouse it, too, has given 
way to its modern counterpart. The globes and maps prepared for the 
school children today are excellent learning devices and are constructed 
with children in mind. Most globes come in a simplified form for younger 
children and standard models for more mature pupils. The wise use of 
color makes them vivid and attractive to the child. These learning tools are 
no longer tucked away in some corner or suspended out of reach of the 
pupils but are at the level of the child—intellectually and physically—and 
are easily accessible to him. 

Since the globe is the most accurate representation of the earth available 
to the school child, every elementary classroom should have one. In grades 
one, two, and three a simplified 12-inch globe is generally recommended 
because small children find this size somewhat easier to handle than the 
larger 16-inch globe. For primary grades, the globe selected should have a 
minimum amount of information on it. It should not use more than three 
colors in representing land elevation nor more than two to represent water 
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depth. Only the largest cities, rivers, and water bodies should be shown. 
Globes which have a great amount of information on them become a maze 
of detail for the young child and confuse him. In the middle and upper 
grades, a 16-inch globe is recommended because of its easy scale of 1 inch to 
500 miles. Moreover, its larger size allows more detail to be shown without 
its becoming a confused collection of facts. Globes for middle- and upper- 
grade children will ordinarily use seven colors to represent land elevations 
and three for water depths. 


_ Figure 25. Notice how differently a world map and a globe portray global relation- 
ships. In the air age we need to think of the world more as it is shown by the globe below 
than the map above. 


The chief value of the globe in grades one, two, and three is to familiar- 
ize the children with the basic roundness of the earth and to acquaint them 
with this small model of the earth. Most adults have an east-west orienta- 
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tion to the world, perhaps because they have dealt chiefly with maps rather 
than with globes. Once these relationships become fixed in one’s mind, 
it is difficult to visualize the true global relationships of the major land 
areas to one another. On a wall map, for example, the Soviet Union ap- 
pears to be east of the United States although the globe will show it to be 
north. (See Figure 25.) Thus, the United States is constructing its defensive 
warning system not in an easterly direction but in the Arctic. The globe 
will immediately show the closeness of many parts of the world which 
were formerly thought to be “on the other side of the world.” The east- 
west orientation which many adults have to the world is a vestige of 
sailing days when most of the world’s trade routes were in an east-west 
direction and sailing ships were limited to the open waters of the middle 
latitudes. The rough and unnavigable waters of the Arctic were thought of 
as inconsequential. In this age of air transportation, these areas, formerly 
ignored and relegated to positions of unimportance, have become extremely 
significant not only for their strategic value but also because they are on 
the most expeditious transportation routes of the world. The globe is the 
instrument to use in order to understand these global relationships. Early 
contact with the globe is very important in this respect. 

The primary-grade child is not subjected to formal lessons on the use 
of the globe. If the globe is in the classroom, it will provoke the curiosity 
of the young child, and he will want to know more about it and how to 
use it, At Christmastime he will want to know where the North Pole is. 
He reads about the latest expedition to the South Pole in his Weekly 
Reader and can find it on the classroom globe. On a television program 
he has seen and heard about Cape Canaveral, Florida, and he asks his 
teacher where it is. His daddy speaks of places in the news and he wonders 
where they are. He hears of earth satellites and wants to know how they go 
around the earth. A child has just joined the class; his family has recently 
‘moved to this country from Germany, and he wants to show the class the 
location of his former home. The teacher will use situations such as these, 
and hundreds more like them, to acquaint the young child with the globe 
and with the fact that he can “find” places on it. 

While the teacher is at it, he will point out some other things about 
the globe. He will explain to the children that there is a difference between 
water and land areas and that these are represented by different colors. 
The line which separates the water and the land is called the sea coast; 
in some places it is straight and smooth, perhaps suitable for bathing, 
in other places it is jagged with many zigzags, and the water rushes against 
the rocks with a mighty roar. He may even show them pictures of each 
of these to help the children visualize different kinds of coast lines. With 
short vivid explanations supported by pictures or illustrations, the young 
children will almost hear the tide rushing in and see the gulls flying over- 
head. In like manner, he extends their understanding of other concepts— 
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The pupils in this photograph are constructing a four-foot relief globe with chicken 
wire and papier mache. When map making activities are carried out with care and pre- 
cision, they can be useful in helping pupils gain an understanding of maps and their 
meaning. 


oceans, cities, rivers, mountains. The teacher shows the children that most 
of the brown areas which represent land are on the half of the earth which 
has the North Pole and tells them it is here that most of the people of the 
world make their home. 

In addition to the incidental references made to the globe in the normal 
course of classroom living and exploration by the children, the teacher will 
use the globe in teaching when the opportunity presents itself. This may 
come during social studies activities or at any time during the school day. 
In the stories that are read, the children from time to time will want to 
find where Pedro, Elle-Kari, Eva, or Noriko-San lives. The children will 
find that some of these book friends “live” close to them while others are 
far away. Some live where it is warm the whole year round, others where 
it is cold most of the time. But Ching lives where it should be warm but it 
isn’t because his home is high in the mountains, and that makes it cold. 
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Thus, the globe can be used in a great variety of ways to lay a good founda- 
tion for more formal aspects of the teaching of these skills later on, as well 
as to introduce children to basic geographical concepts so important to the 
understanding of the world as the home of man. 

The following are examples of the types of learnings and experiences 
which may be planned with the globe for pupils in the lower grades: 


1) Explain that the globe is a very small model of the earth. Good models 
look exactly like the real thing but are smaller. The globe is a good model 
of the earth. 

2) Show the children how land areas and water bodies are represented on 
the globe. Have children find land areas and water bodies. Names of these 
need not be taught at this level but children might already know the large 
water bodies such as the Pacific and Atlantic Oceans. Similarly, they might 
be familiar with North and South America, Africa or the Antarctic, and 
these can be pointed out. Explain that all water bodies and land areas have 
names. 

3) Have children discover that there is considerably more water than land 
shown on the globe. Ask children to find the half of the globe that has 
most of the land. Explain that this is the half on which we live and is the 
part of the earth where most of the world’s people make their homes. 

4) Show children the location of the North Pole. Explain that most of the 
land of the world is on the same half of the world as the North Pole. We 
call this the northern half. 

5) Show children the location of the South Pole. Explain that most of the 
water areas of the world are on the same half of the world as the South 
Pole. We call this half of the world the southern half. 

6) Most primary children will have heard of planets. Explain that our earth 
is a planet. 

7) Show children how they can find their country, their continent, their state, 
and possibly their city on the globe. 

®8) Use the globe to find places which are familiar to the children—places they 
have visited on vacations, places in the news, homes of book friends and 
visitors from other countries, or places in the world from which some circus 
or zoo animals are brought. 

9) Encourage children to handle the globe and to find places on it themselves. 

10) Answer questions the children ask concerning the globe in simple, non- 
technical language. 


As the child moves into the middle and upper grades, instruction in the 
use of the globe should take two forms. First, the teacher should take time 
out from regularly scheduled unit activities to do direct teaching of the 
skills needed in reading and interpreting the globe. Secondly, in unit work 
and other classroom activities there should be constant reference to the 
globe and maps. Both of these aspects of instruction are important, and one 
should supplement the other. To hope that children will become skillful 
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in the use of a globe or maps by simply making incidental references to 
them when the occasion presents itself is wishful thinking. The child 
must be taught how to use the map and the globe and the kinds of infor- 
mation he can obtain from them. At the same time, formal lessons in the 
use of these devices without applying the newly acquired skills in purposeful 
situations is equally ineffective. The best arrangement is to provide for sys- 
tematic instruction in the use of map and globe reading skills as a part 
of unit activities, reinforcing this with direct teaching of these skills as 
the need arises. For example, in a unit on “Life in the Northeastern States,” 
an essential learning is that this is an industrial, manufacturing region. 
Its growth in this respect is related to the geography of the area—the 
irregular coast line providing good harbor facilities, the many rivers and 
streams with waterfalls to provide power, the relatively unproductive 
farmland of the New England section, the fishing ground lying offshore, 
the accessibility of raw materials, marketing facilities, and so forth. Maps 
and globes are necessary tools of instruction for studies of this type, and 
there should be constant reference to them in the course of such a unit. 
This is a time when the teacher will want to show the children how to 
make better use of them. That is, in addition to developing a better under- 
standing of the geography of this region and its relationship to the life of 
the people who inhabit the area, the children should also be developing 
greater skill in their use of maps and globes. To this end the teacher will 
make use of product maps, weather maps, and maps showing the location 
of natural resources. The class will make a careful study of what makes a 
good harbor and how one can recognize such a condition on a map. The 
globe will show the location of this region with reference to the markets 
of western Europe. The class will examine the water and land transporta- 
tion routes and relate this to map study. The teacher will explain how to 
interpret the surface features of the area from the colors on the map. Such 
teaching should be supported by the generous use of pictures, filmstrips, 
and films. Procedures of the type described can be an important part of 
many if not most of the units undertaken in the social studies, 

Globes can give such information as distance, direction, relative and 
exact location, and size and shape of areas more accurately than flat maps 
can. While maps may be used to find distances between points only 
under certain conditions, the globe represents distances accurately and 
true to scale at all points on the surface of the earth. It is a simple pro- 
cedure for the child to place his plastic ruler on the globe and measure 
directly the distance between two points in question. He can then refer to 
the scale and determine the actual distance in miles between the two places. 
The air routes of the world use great circles since these are the shortest dis- 
tances from place to place on the earth’s surface. It is difficult for the 
child to understand the concept of great circle routes, and, therefore, of 
airplane routes, if he uses nothing but flat maps. The globe can help to 
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These pupils are placing data on a metal project globe. Using maps and globes in 
connection with unit activities is a necessary part of instruction in the social studies. 


simplify this for the youngster. In this connection, the slated globe (some- 
times called the project globe) is useful since it is possible to write on the 
surface of it with a piece of chalk. Such globes should be 22 inches in 
diameter in order to be large enough to write various types of information 
on their surface. 

It is important for the child to be able to conceptualize distances be- 
tween points on the earth, since he is living in an age when world travel 
is commonplace. He needs to understand distances in terms of time as 


260 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


well as in miles. More and more, we are making references such as: “it is x 
number of hours to Paris, or Tokyo, or Lagos.” Only infrequently do we 
hear references to these places in terms of the number of miles they are 
from us. Even in large American cities commuters say they live “thirty 
minutes from the office,” rather than stating the number of miles. Absolute 
distance is less important to us than the amount of time it takes to cover 
the distance using modern means of transportation. 

In this connection, it is necessary to note that many previously un- 
known areas have become extremely important in terms of modern-day 
transporiation. A globe, for instance, will show the shortest route to the 
Orient from Minneapolis to be over Alaska and the Aleutians. On a 
Mercator projection, this route appears as an arc. To the child, this would 
appear a much greater distance than a straight western flight over the 
Pacific. Globes are indispensable tools in helping children understand con- 
cepts such as these, 

Globes are helpful, too, in establishing concepts’ of direction. It is not 
difficult for the child to think of north as being in the direction of the 
North Pole if he is using a globe. On the other hand, this may be very 
confusing to him if he has had experience only with a flat map and his 
teacher has told him that “north is at the top of the map.” Furthermore, 
the relative direction of various parts of the earth can be better understood 
through the use of a globe. Many Americans are surprised, for example, 
when they learn that all of the British Isles lie in a more northern latitude 
than do any of the forty-eight mid-continent states of our country; that 
Boston has nearly the same latitude as Rome; that our most westerly state 
is not Hawaii but Alaska; that Moscow and Glasgow have approximately 
the same latitude, both being farther south than any city of Norway or 
Sweden. These facts are not important except to demonstrate that one 
perceives the earth differently on a globe than on a flat map. 

A definite advantage that globes have over maps is that they show size 
and shapes of areas exactly as they appear on the earth’s surface while 
maps frequently do not. The classical examples of distortions in size and 
shapes of land areas are Greenland on the Mercator projection and Australia 
on the polar projection. On the Mercator projection, Greenland appears as 
a very large area—larger than South America. On a polar projection, 
Australia appears to have a greater east-west distance and a shorter north- 
south distance than is actually the case. Notice the different shapes North 
America takes on various maps as illustrated in Figure 26. A globe will 
show all of these map shapes and sizes to be inaccurately represented. 
Therefore, a globe should be constantly used with maps to prevent wrong 
conceptions regarding size and shape of the earth’s areas. Maps must always 
make some adjustment in representing the earth’s surface because they are 
flat and the earth is round. 

The child, therefore, will be introduced to the use of the globe early 
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Figure 26. A land area such as North America may take a variety of shapes on maps, 
depending on the projection which is used. A classroom globe shows shapes and areas 
more accurately than maps and should be used in conjunction with the study of wall 
maps. 
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in the primary grades through informal and incidental ways leading to 
more direct instruction in its use in middle and upper grades. He will 
learn the basic nature of the globe and how it can be used to get informa- 
tion concerning direction, distance, and size and shape of areas, as well as 
the location of places precisely and accurately. It is an important tool in 
developing a global view of the world and in teaching basic geographical 
concepts. It needs to be used in conjunction with flat maps to ensure the 
growth of accurate conceptions of the earth. 


Instructional Experiences with Maps 


DURING the time the child is extending his knowledge and developing 
skill in the use of the globe, he should also be learning how to use flat maps. 
Ordinarily, the child will not have the use of conventional wall maps below 
third grade except in an incidental way. In the first and second grades, the 
child may have been given a jigsaw puzzle map of the United States, and 
he is able to recognize it as a map of his country and identify various states, 
lakes, cities, and so forth. The family may have planned an automobile 
trip where his father made use of road maps. He may have seen the “weather 
man” use a map on the nightly television weather forecast. He may have 
seen maps in newspapers, magazines, or travel folders. The notion that our 
country or any part of the world can be shown on a map is, therefore, not 
an altogether new idea to most children. 

One does not begin the teaching of map reading to children by intro- 
ducing them to conventional printed maps except to show them what a 
“real” map looks like. There are a number of exceedingly complex skills 
involved in map reading and interpretation; therefore, early experiences 
with maps should be kept very simple. This can best be done through 
the use of diagrams and maps that the teacher and the class make of their 
immediate vicinity. These experiences may take the form of a layout of 
the classroom floor using blocks and other objects for houses, streets, trees, 
and public buildings. It can be done on a sand table, if there is one, or the 
map can be drawn on a large piece of wrapping paper on the classroom 
floor. Where the floor material will permit it, masking tape can be placed 
on the floor itself to represent boundaries, streets, or roads. 

A fundamental skill in map reading is to learn that a symbol represents 
a real and actual thing. The symbol may be arbitrarily chosen and bear no 
resemblance to the object represented, or it may. be one which would 
suggest to the reader what is intended. A school might be represented by 
a small circle, or by a small square with a flag placed on top. It is easier 
to associate the flag with a school than the circle and is, therefore, less 
abstract. With young children, it is better to use pictorial or semipictorial 
symbols of this sort than to use completely abstract ones. In teaching map 
reading skills to children it must be remembered that both reading and 
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interpretive skills are involved, and the interpretive skills depend heavily 
upon maturity and background knowledge. Primary-grade children will 
do less with interpretive skills than they will with reading skills. 

The idea of objects representing other objects, people, or things is not 
new to the children; they have substituted symbols for the actual things 
many times in the imaginative play of childhood. The teacher can begin 
by explaining to them that they are going to draw a map of the schoolroom, 
schoolyard, or some segment of the immediate vicinity. It is best if this 
can be done on the classroom floor, orienting the layout exactly as it ap- 
pears in relationship to the classroom, thus side-stepping the matter of 
orientation to directions at this early stage. Trees, doors, playground equip- 
ment, parking areas, and other objects appear in relation to other objects, 
and only the major ones should be included. The purpose of this type of 
experience is simply to show children that it is possible to represent space 
symbolically and that symbols stand for real things. The “map” should 
have a title and a key which will tell what the symbols stand for. This is 
the first experience in the development of skill in comprehending the signifi- 
cance of symbols, and it will be continued and extended as long as maps 
are used. 

As the children become ready for more abstract symbols, they will be 
introduced, taught, and used, as will conventional map symbols. As a part 
of this instruction in the middle and upper grades it is extremely important 
for the teacher to make generous use of pictures and other visual aids which 
will help the child visualize accurately the area represented by a map 
symbol. It is very helpful, too, to take children to some high point of 
vantage in the community where they can look down upon an area and 
see what it actually looks like from above. In most localities it is possible 
to purchase inexpensive aerial photographs of the local community, and 
these can be used by the class in studying map symbols and in making 
their own maps of the local area. Some map companies have prepared 
wall charts designed to help children visualize things represented by map 
symbols; these are excellent devices for teaching this skill to mid- 
dle- and upper-grade children. The teacher also should take advantage of 
the many fine photographs in social studies textbooks to acquaint the pupils 
with the appearance of various areas, landscapes, surface features, land and 
water forms, and man-made things which are represented symbolically on 
maps. 

For reasons of simplicity, the matter of orientation to direction may be 
avoided in the first contacts children have with diagrams or maps, but the 
need for development of the skill of orienting a map properly for direction 
will become apparent immediately if their classroom layout is rotated. 
Being able to note and read directions is prerequisite to serious map study 
and should be introduced fairly early, perhaps in second grade. Children 
learn the cardinal directions first, and these are learned through direct 
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teaching. They leam the direction of north, south, east, and west by having 
these directions pointed out to them. They quickly learn which wall of 
the room is north, south, east, and west because the teacher has placed 
labels on the walls for all to see. They learn that if one knows the direction 
of north, he can place the other directions; for if he faces north, the 
direction of south will be to his back, east to his right, and west to his 
left. To extend their ability to orient themselves, children should be taken 
out of doors and directions pointed out to them. If this is done at noon 
on a sunny day, the children’s shadows will point in an approximate north- 
erly direction. After the children have this basic orientation to direction, 
subsequent map work should include reference to direction, becoming in- 
creasingly more complex as pupils mature. 

Finding directions on conventional wall maps can be facilitated with 
the aid of a globe and perhaps should not be taught below fourth grade. 
When this concept is introduced to children, it should be done through 
reference to north-south and east-west grid lines. They are taught that 
north is in the direction of the North Pole and south in the direction of the 
South Pole. The poles can be easily found by following the north-south 
lines since they converge on the poles, and all globes and wall maps show 
these lines. The east-west directions can be found by following the east- 
west lines or parallels for they encircle the earth in that direction. Gen- 
eralizations such as “north is at the top of the map” and “south is at 
the bottom of the map” should not be taught to children because they 
are not correct and serve to confuse the child when he uses various map 
projections. Similarly, references to north as “up” and south as “down” 
should not be taught in connection with either maps or globes. When 
speaking of the earth, the term “down” means toward the center of the 
earth and “up” means away from the center of the earth and should be 
taught only in that way. The matter of associating up with north intro- 
duces many serious instructional problems as children learn more of the 
geography of the earth. For example, if north is up, how can so many 
of the world’s rivers flow north? The children will invariably ask why we 
say “way down south” or “the land down under”; these can be explained 
as being colorful expressions and figures of speech similar to “way out west,” 
or “out at sea” which have crept into our language but have nothing at all 
to do with direction itself. 


Teachers who are concerned about helping children develop the skill, 


of noting directions will frequently take time to have children point out 
and discuss directions on the map the class is using. In the middle and 
upper grades the teacher will duplicate maps on various grids and have 
the children place directional data on them. When this is done the 
teacher will want to emphasize the need to use east-west and north-south 
lines. This will give the children experiences noting directions on various 
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Pupils need experiences with many different types of maps in order to develop ac- 
curate global concepts. 


o 
map grids as well as keeping the teacher up to date on the progress 


children are making in the development of this skill. 

Map reading also involves the skill of being able to recognize and use 
scales. Children can be taught the need for scaling by indicating to them 
that maps must be small enough to bring into the classroom or carry 
around. We cannot make maps as big as the area we wish to show since 
this would make the map so large that it could not be used. It must, 

„therefore, be made smaller and everything on the map must be made 
smaller in the same amount. Just as a photograph of the family shows 
everyone smaller in the same amount; so must the map; otherwise it 
would not give a true picture. Children should learn that maps are precise 
and accurate instruments. In primary grades, the scaling is not done in 
the mathematical sense, but the reductions are made in a relative way. 
In middle grades, when children have had sufficient background in arith- 
metic, they can deal with graphic reductions more precisely. They learn 
that wall maps have the scale printed on them and are taught how to 
tead the various ways in which scale can be indicated. The experiences 
children have using map scales provide a good time for the teacher to 
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Figure 27. This map illustrates why generalizations such as “north is at the top of 
the map” are incorrect. East-west lines or parallels of latitude have been omitted in order 
to draw attention to north-south directions. 


call their attention to distances between various places. Children can be 
helped to visualize these distances through an appreciation of the amount 
of time needed to traverse the distances in question by air travel. These 
times may be obtained from commercial airlines. 

When the children have learned the meaning of map symbols, are 
skillful in orienting themselves to direction on a map, and can recognize 
and use map scales, they are then well on their way toward an under- 
standing of the language of maps. This does not mean, however, that 
they find them especially useful or that they regard them as a valuable 
source of information. The development of skills which deal largely with 
map language must be accompanied with associated interpretive skills 
which are the most difficult to teach. Proficiency in interpretive aspects of 
map use will vary considerably with individual children. 

The person skillful in map use has developed the ability to visualize 
what the area actually looks like which he sees on the map. As he looks 
at the map color, he in a sense “sees” the rugged mountains of our 
West, the waving grain fields of western Montana, the rich farm lands 
of the Middle West, and the rolling countryside of Virginia. Since the 
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Figure 28. Children should learn that scale is used to reduce the size of the area 
represented on a map. An area such as the United States can be drawn on different size 


pieces of paper by using a different scale. 


child cannot visualize places he has not actually seen except in an imagina- 
tive way, and since he cannot personally visit all places in the world, the 
generous use of additional visual material along with maps is suggested. 
Good quality pictures are especially important, and the class should see 
several of an area in order to avoid fixing one picture of the area in their 
minds. Filmstrips and slides, of course, can be used for the same purpose, 
and motion pictures and television are also excellent aids. As was previously 
noted, in early stages of map reading, an excellent procedure is to have an 
aerial photograph of the local area as well as a conventional map. When 
these are placed side by side, the child can see how the area actually looks, 
and how it is represented on a map. Stories and other narrative accounts 
also are helpful in assisting the child to visualize areas represented on maps. 

The use of color has caused confusion for children in trying to visualize 
elevations, Children seem to feel that all areas represented by one color 
are precisely the same elevation, not recognizing that there are variations 
in elevations which occur within the limits of the interval used by the 
color representation. (See Figure 29.) Moreover, children develop the mis- 
taken notion that elevations occur abruptly where colors change. Conven- 
tional color symbols give no impression of gradual elevation or depressions 
and create the illusion that changes are abrupt. The use of a relief map is 
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Calling attention to this slope in the 
color key helps combat the idea that 
elevations occur abruptly where the 
colors change. 
red cad 
over 10,000 ft. 
dark brown dark 
5000 to 10,000 feet brown 
light brown light 
2000 to 5000 feet brown 
yellow 
1000 to 2000 feet yellow 
light green light 
500 to 1000 feet green 
Seauleval dark green dark 
mops 0 to 500 feet green 
grayish green grayish 
Blue sea below sea level green 
blue 
sas ina h) 
Figure 29. This diagram shows two methods of illustrating keys to colors used to 
express elevations on classroom maps. Some teachers find it helpful to construct a three 


dimensional papier-maché model of the key shown on the left. 


helpful in showing that changes in elevation occur gradually. Comparing 
colors of a wall map with elevations on a relief map helps children gain a 
better understanding of map color as used to represent elevations. It is 
important to remember, however, that relicf maps use two scales—one for 
vertical distances and another for horizontal distances. If the horizontal 
scale were used for vertical distances, the elevations would be imperceptible 
on a relief map of the size usually found in elementary classrooms. Maps 
are now available which combine shaded relief with altitude colors; this 
adds a third dimensional effect to the mountains and valleys. Oblique 
shading and blending of color from one elevation to the other gives a grad- 
uated effect to land elevations which more accurately portray the surface 
of the earth. Such maps are becoming fairly widely used in children’s text- 
books. Children must also be taught that color may be used to designate 
political divisions such as states, nations, territories, and possessions and 
that the color chosen is an arbitrary one having nothing to do with the 
way the area actually looks. Pictures of state boundaries, for example, will 
illustrate that if it were not for the boundary marker, one would not know 
when he passed from one state to the next. 

Sometimes pupils find landform maps difficult to understand. The usual 
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land forms shown are plains, plateaus, hills, and mountains; each is rep- 
resented by a different color. The difficulty in using these maps arises when 
the pupil mistakenly thinks of the colors as representing elevations in ab- 
solute amounts. For example, there are high mountains and low mountains, 
yet on a landform map they appear in the same color. Some high plateaus 
are actually higher in absolute elevation than some low mountains. Some 
hills may be lower in elevation than plateaus and plains. Pupils need to 
learn that landform maps only show where the plains, plateaus, hills, and 
mountains are located, not how high they are above sea level. 

Through years of experience with maps, the child will develop skill in 
the location of places and become familiar with the shape and size of 
better-known ones, This he must do if he is to become efficient in the use 
of maps and globes. Moreover, he must learn to point out places precisely. 
In pointing to Chicago on the map of the United States, for example, he 
will point it out exactly—not by sweeping his hand across the general lo- 
cation of Chicago, thereby including parts of Iowa, Illinois, Wisconsin, 
Michigan, and Indiana. But the location exercises must go beyond simply 
pointing to places and objects which appear on the map. What informa- 
tion can be obtained from the map which might account for the large 
settlement of people in the Chicago area? What features tend to encourage 
or discourage settlers? Such factors as natural transportation routes, water- 
ways, waterfalls, mouths of rivers, coast lines, temperature, gaps in moun- 
tains, outlets for products of the surrounding areas will immediately become 
apparent as being important in the matter of population density and settle- 
ment. Why do certain areas of the Red River Valley in Minnesota and 
North Dakota experience frequent spring flood problems? The facts that 
the Red River is a north flowing river and the thawing of its head waters, 
while the sections farther north are still frozen, help explain this recurring 
problem. What is the relationship of the grazing lands of the West to the 
frm lands of Iowa, to the meat processing plants of South St. Paul, 
Chicago, and Kansas City? Map study, along with some knowledge of the 
geography of these areas, will help answer questions of this type for 
children, They gain insights into geographical relationships by having a 
helpful teacher who can assist them in seeing possibilities for interpreting 
and making inferences from facts gained through map study. 

Certainly, a knowledge of the various kinds of information maps can 
yield will help the teacher see many possibilities for interpreting the 
language of maps. The types of information which may be read directly or 
inferred from map study may reasonably be classified as follows: 


Land and water forms—continents, oceans, bays, peninsulas, islands, straits. 
Relief features—plains, mountains, rivers, deserts, plateaus, swamps, valleys. 


Direction and distance—cardinal directions, distance in miles and relative 
distance, scale. 
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Social data—population density, size of communities, location of major 
cities, relationship of social data to other factors. 

Economic information—industrial and agricultural production, soil fertility, 
trade factors, location of industries. 


Political information—political divisions, boundaries, capitals, territorial 
possessions, types of government, political parties. 


Scientific information—location of discoveries, ocean currents, location of 
mineral and ore deposits, geological formations, air movements. 


Human factors—cities, canals, railroads, highways, coaxial cables, telephone 
lines, bridges, dams. 


The importance of the gradual and continuous nature of the develop- 
ment of globe and map reading skills cannot be overemphasized. They 
are simply not taught once and for all time but are developed steadily and 
gradually throughout the child’s school life.’ Moreover, there are big 
differences in the ability of individual children to understand and make 
use of maps and globes. For these reasons, it is unwise to set up minimum 
standards of expectation which apply to all children at each grade level. 
What is really important at the elementary school level is to introduce the 
child to these helpful tools of learning and teach him how to use them at a 
level of complexity which is consistent with his degree of maturity and 
understanding. With this in mind, it is possible to indicate in a general 
way what might be expected of the average child at a given grade level, 
keeping in mind that many children will go much beyond such expecta- 
tions while other children will fall short of them. The program of the 
New York City Schools may be taken as an example of expectancies of 
this type: 


A SUMMARY OF CONCEPTS AND UNDERSTANDINGS: GRADES K.6 


By the end of the sixth year, children should have acquired the following 
concepts and understandings about maps and globes: 


A map is a plan, picture, or diagram showing part of the earth, 

The earth is a huge sphere or globe. 

The globe is the only true map because it shows the roundness of the earth. 
Half of the earth is called a hemisphere. 

A map shows a part of the globe flattened out. 

There are four hemispheres—eastern and western; northern and southern. 
Any part of the globe may be shown on a flat map. 


1 For a detailed development of suggested learnings and experiences at various 
grade levels see R. M. Harris, The Rand McNally Handbook of Map and Globe Usage, 
Chicago: Rand McNally & Co., 1960; Gertrude Whipple, “Geography in the Elementary 
Social Studies Program: Concepts, Generalizations, and Skills to be Developed,” New 
Viewpoints in Geography, Washington, D.C.: National Council for the Social Studies, 
1959; Zoe Thralls, The Teaching of Geography, New York: Appleton-Century-Crofts, 
1958. 
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as 
i 
i 


we Forestlands of Today À Ci È- 


272 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


A map represents an area of the earth and shows certain facts about that 
area. 

Large bodies of land are called continents. 

Not all facts about an area are shown on any one map. 

Directions on a map are determined by the poles. To go north means to go 
toward the north pole. 

North is not always at the top of the map. North may be shown any place 
on a map. 

The north pole is the point farthest north on the earth; the south pole, | 
farthest south. 

The scale of miles on a globe or map enables us to determine the distance 
of one place from another. 

Maps are drawn to different scales. The larger the scale used, the larger 
each feature appears on that map. 

Maps use legends or keys giving the meaning of the symbols used on that 
map. 

From map to map, the same symbol may mean different things. 

The height or altitude of land is measured from sea level. 

An elevation or physical map enables us to tell the altitude of the land, the 
general slope of the land, and the general direction in which a river 
flows. 

East-west lines on the globe and maps help us in determining directions. 

All places on an east-west line are directly east or west of one another, and 
are the same distance north or south of the equator. 

Latitude means distance north or south of the equator. 

East-west lines are lines (or parallels) of latitude. 

All places north of the equator are in north latitudes. All places south of 
the equator are in south latitudes. 

The Tropic of Cancer and the Tropic of Capricorn are lines of latitude 
lying north and south of the equator. The part of the earth between 
them is known as the tropics. 

The Arctic and Antarctic Circles are imaginary lines around the polar sc- 
gions. 

The globe has lines running north and south through the poles. All places 
on a north-south line are exactly north or south of one another. 

The low latitudes lie on both sides of the equator. 

The high latitudes are around the poles. 

The middle latitudes lie between the high and low latitudes. 

Lines of latitude are parallel to the equator and are called parallels of lati- 
tude. 

Lines (or circles) of latitude get shorter (smaller) as they progress from the 
equator to the poles. 

Any circle can be divided into 360 parts, called degrees. 

Knowing the latitude of a place helps locate its north-south position on the 
globe or map. 

A degree of latitude is equal to almost 70 miles north or south of the 
equator, because the distance around the earth (at the equator, and 
through the poles) is about 25,000 miles. 
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A great circle is any circle that divides the earth into hemispheres. 

The equator and lines of longitude are great circles. 

The shortest distance between any two places on the earth follows a great 
circle route. 

Meins are imaginary great circles passing around the earth through the 
po eS. 

Longitude is measured in degrees. From the equator toward either pole, a 
degree of longitude covers a smaller and smaller distance until all the 
meridians meet at the poles. 

The zero or prime meridian passes through Greenwich, a suburb of London. 
On the equator it is near west Africa. 

West longitude is measured to the west of the prime meridian from zero to 
180 degrees which is half-way around the earth. 

East longitude is measured to the cast of the prime meridian, from zero to 
180 degrees. 

The latitude and longitude of any place show its exact location on a globe 
or a map. 

Longitude is needed in determining time at any place. Each hour the earth 
rotates through 15 degrees of longitude (360° every 24 hours). 

The world is divided into 24 time zones, each of about 15° of longitude. 
In traveling eastward from one zone to another, the clock is set one 
hour ahead. In traveling westward to another zone, it is set back one 
hour. 

The imaginary line through the center of the earth from pole to pole is the 
earth’s axis. 

The earth rotates on its axis from west to east. 

Half of the earth is toward the sun, half in shadow. This causes night and 
day. 

As any part of the carth turns toward the sun, the sun seems to rise; as it 
turns away, the sun seems to set.? 


“Selecting Classroom Maps 


THE types of maps available to children unquestionably have much 
to do with whether or not they will be used. If too much information is 
crowded into the surface of a small map, the result is confusing to children. 
Most map companies which produce maps for elementary schools offer a 
simplified series for lower grades and a standard elementary series for upper 
grades. The maps commonly used today combine political and physical 
data on one map. There is less need for maps which show only political 
or only physical data than there is for those which show both. While wall 
maps which are produced by reputable companies specifically for ele- 
mentary grades usually are well constructed and suitable for children, the 


2 Teaching Map and Globe Skills, Curriculum Bulletin No. 6, New York City: 
Board of Education, 1960, pp. 20-22. Reprinted with permission of the Board of 
Education of the City of New York. 
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teacher should be extremely careful when selecting maps found in maga- 
zines, travel folders, and free material. Maps in the National Geographic 
Magazine, for example, are excellent in many respects but may be too 
complex or contain too much detail for young children to handle. Even a 
critical examination of commercially prepared maps for use with ele- 
mentary school children will reveal great differences in quality and suit- 
ability. 

In appraising the suitability of maps, the following standards might be 
applied: 


1) Is the map content adequate for the grade in which the map is to be used? 
The map should convey complete and accurate information, yet it should 
not be cluttered with detail which is not used in the grade. In general, the 
simplest map which will adequately do the job is desired over a more com- 
plex one. 

2) Does the map fit into a developmental sequence of globe and mapreading 
skills? Are the scale, projection, color use, and symbols appropriate for the 
maturity of the pupils who will use the map? 

3) Is the map easy to read? Can it be seen from across the room? Are its colors 
used in a pleasing and functional way? Are standard map symbols em- 
ployed? Is the key one which children can understand and use? 

4) Does the map lend itself to a variety of uses in building mapreading skil 
Single-purpose maps are of less value to the teacher than those which can be 
used for multiple purposes. Political-physical maps are often more useful 
than those which show only one or the other of these data. 

5) Are mechanics of the map such as to make for easy handling? Can it be 
conveniently displayed? Can it stand the heavy use it should get in the 
classroom? 

6) Is the map publisher a reputable and dependable concern, familiar with 
the needs of elementary classrooms? 


? 


Ea 


Beginning with the fourth grade and above, classes should have the fol- 
lowing wall maps easily available for use: 


1) A political-physical map for each continent. 

2) At least one political-physical world map. 

3) A slated, washable map of the United States and the world. (Usually the 
United States is printed on one side and the world on the reverse side of 
this map.) 

) A political-physical map of the home state. 

) A polar projection world map. 

) A plastic relief map of the United States. 

7) If additional money is available, it is recommended that classrooms also 

have world maps showing population, rainfall, and vegetation, and charts 
which picture various map symbols. 


4 
5 
6 
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The displaying of maps has been a problem in classrooms for several 
years. The old-fashioned wood cabinets for maps were unsatisfactory be- 
cause the spring rollers became weak and did not hold maps snugly in 
place. The multiple mounting presents less of a problem since all maps are 
on a single roller. It has a number of disadvantages, however, the most 
pronounced being that only one map can be displayed at a time. Many 
schools find the use of an aluminum map rail with movable hooks to be a 
desirable and flexible arrangement for displaying maps. The rail is placed 
above the blackboard across the entire width of the classroom and can be 
used to display several maps at one time. The hooks slide easily inside the 
aluminum rail and are adaptable to maps of all widths. 

Devices such as the 22-inch slated globe, a miniature planetarium, charts 
which picture map symbols, and maps which are used only occasionally can 
be conveniently shared by several rooms. This practice makes it possible 
to have a greater number of different types of map materials available, and 
it helps keep costs down. The basic maps which will be used daily should 
be stocked in every classroom in third grade and above and should be 
easily accessible to the children. Instructing the children in the proper care 
and use of maps will help keep them in good condition for several years. 
When maps become obsolete because of changes in data, they should, of 
course, be replaced. 

The following is a list of some of the better known producers of globes, 
maps, or map reading materials: 


A. J. Nystrom and Company, 3333 Elston Ave., Chicago 18, Ilinois 

C. S. Hammond and Company, Inc., 521 Fifth Ave., New York 17, New 
York 

Denoyer-Geppert Company, 5235 Ravenswood Ave., Chicago 40, Ilinois 

Farquhar Transparent Globes, 3727 Spruce St., Philadelphia, Pennsylvania 

Geo. F. Cram Company, Inc., 730 E. Washington St., Indianapolis 7, 
Indiana 

Hagstrom Company, Inc., 311 Broadway, New York 7, New York 

Keystone View Company, Meadville, Pennsylvania 

McKinley Publishing Company, 809-811 N. 19th St., Philadelphia, Penn- 
sylvania 

National Geographic Society, 16th and M Sts., N.W., Washington, DC. 

Rand McNally & Company, P.O. Box 7600, Chicago 80, Illinois 

Weber Costello Company, Chicago Heights, Illinois 

W. H. Olsen and Company, Inc., Providence, Rhode Island 


For a free list of maps approved for public sale, the teacher should 
write to Army Map Service, Corps of Engineers, U. S. Army, Washington, 
D. C. This source has relief maps and world maps for sale at very low 
cost. 
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DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


1) Plan specific map and globe reading experiences which can be used with 
primary-grade children and with middle- and upper-grade children for each 
of the map and globe skills discussed in your text. 


2) What are some of the advantages and disadvantages of having children 
draw maps? 


3) Obtain a Mercator projection and present a “lesson” to your classmates 
explaining that the shortest route from Panama to Tokyo passes over the 
central part of the United States, western Canada, Alaska, and the Aleu- 
tians. Have a classmate present the same idea using a classroom globe or a 
slated globe if one is available. Which of these two aids would you recom- 
mend if this idea were being presented to children? 


4) Prepare a series of posters showing map symbols and accompany each 
symbol with a photograph of the object being represented. 


5) What desirable educational outcomes can you cite for children’s experiences 
in making relief maps when it is well known that such maps always badly 
distort surface elevations? Would you say that the making of relief maps 
by children in the elementary school is a valuable experience which con- 
tributes to the development of map reading skills? Do you feel that it is 
possible for much map making by children to amount to little more than 
“busy work”? How might the teacher guard against map making exercises 
becoming a waste of time? 


6) Examine several conventional wall maps and evaluate them in terms of 
their suitability for use with elementary school children. 


7) Construct a series of posters or charts showing pictorially the meaning of 
various map symbols. 


8) Why are the terms middle latitudes, high latitudes, and low latitudes piè- 
ferred to temperate zones, frigid zones, and torrid zone? 


9) Can you give specific examples of misunderstandings which are likely to 
occur if the teacher uses only conventional wall maps instead of using wall 
maps and a globe at the same timc? 
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CHAPTER 1 1 


Geographical Elements 
in the Social Studies Program 


Geography has traditionally been a subject to be studied in the ele- 
mentary school. Unfortunately, it does not have a history of being well 
taught nor interesting for children. Part of the reason for the generally 
ineffectual teaching of geography in the elementary school has been the 
lack of an adequate background which teachers themselves have had in 
geography. This being the case, teachers have held closely to the classroom 
textbook, keeping sufficiently ahead of the children but lacking the depth 
of understanding which would make their teaching inspiring and worth- 
while for children. The programs, therefore, consisted of reading assign- 
ments from the “geographies” and simple exercises of the name and locate 
variety. The learner thus accumulated a substantial amount of nonfunc- 
tional and unrelated facts which were promptly forgotten. 

The events of World War II awakened Americans to the need for 
better teaching of geographical material than had been the case up to that 
time. The accusation that the United States was a nation of geographical 
illiterates unquestionably had greater justification than most persons would 
care to admit. The period between World War I and World War II saw 
the nation drift into a period of isolation in international relations, and as 
a consequence the need for geography teaching in the schools seemed 
unimportant. The extent to which geography had been neglected is ex- 
emplified by the following sentence which is reported to have appeared 
in a Michigan newspaper during World War II: “Rommel’s battered 
forces are in Dire Straits.” 1 

Today the United States finds itself in the forefront of world leader- 
ship and in almost constant contact with the many nations of the world. 
It is called upon to make agreements, grant economic aid, and enter into 
mutual security pacts with nations which many Americans know nothing 
about, let alone appreciate the need for international agreements of this 
type. Hundreds of examples could be drawn to indicate the closeness and 
interdependent relationship of peoples of the world. People of the United 
States can no longer risk being uninformed in matters which affect them 
as directly as' international relations. A basic knowledge of the problems of 
the world’s people will not only contribute to a better understanding of 

1 Reported in Life Magazine. 
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others but to a greater appreciation of the place of the United States in 
world affairs today. 


The Place of Geography in Social Studies 


1F THE need for better geography teaching * is obvious to us, how can 
this be achieved in present-day social studies programs? As a first step, it is 
necessary for teachers to conceive geography teaching more broadly than 
has been the case in the past. Geography is by definition a science which 
is concerned with the study and description of the earth. Traditionally, this 
has meant physical geography, with studies focusing upon the unequal 
distribution of such phenomena as water, minerals, climate, productive 
land, vegetation, land forms, and so on. Such studies are a necessary part 
of geographical instruction but are useful only when they can be related 
to human activities and affairs. Modern geography teaching must place a 
heavy emphasis upon people and the manner in which they handle the 
phenomena of the earth as they mect their problems of living with each 
other on this planet. Viewed in this manner, the learning of geography and 
of geographical facts are not ends in themselves; they are a means of 
achieving a better understanding of people and their problems. This is not 
to minimize the importance of geographical facts, for such knowledge is 
not only desirable but essential. At the same time, the child of today has 
too much to learn and too short a time in which to learn it to be able to 
waste his time on memory exercises which deal with nonessential, non- 
significant geographical facts. Modern programs in geographical instruction 
are broad in scope, with emphasis on a few key ideas or concepts supported 
by a knowledge of significant geographical facts which are needed to under- 
stand such major ideas. 
© Closely related to the problem of placing factual information in its 
proper setting in geography teaching is the matter of deciding upon the 
major goals or objectives of geographic instruction. If knowledge of facts 
represents the means, what are the ends? How and in what ways will the 
youngster’s behavior change as a result of sound geographical instruction? 
Many objectives could be stated for geography teaching but the dominant 
one is that of developing the child’s insight and understanding of problems 
of human relationships which are activated by the eternal interaction of 
man with his natural surroundings and to learn methods of perceiving and 
studying problems from a geographic point of view. That geography can 
and should be used as an instrument to gain insight into the social relations 


2 While numerous references will be made to “geography teaching,” the reader is 
reminded that this term refers to geographical elements taught within the framework of 
the social studies units. As such, it constitutes a sizable portion of the social studies 


curriculum. 
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of man has been recognized by geographers for many years. In 1932, for 
example, Thralls published an article in the NEA Journal in which she 
listed the following ultimate objectives of geography instruction: 


1) A knowledge of geographic facts, concepts, and relationships which will 
enable the individual to give more intelligent consideration to current 
problems—individual, community, national, and international. 

2) An understanding of how the varied problems of peoples are related to the 
differences in natural environment and through this understanding develop- 
ment of and interest in an open-minded attitude toward the problems, 
achievements, and possible future developments of other peoples. 

3) A growing power to sense and grasp the economic and cultural interdepend- 
ence of regions and peoples. 

4) A better understanding of the value of natural resources and the need of a 
more intelligent use of them. 

5) Ability to make worth-while use of leisure time through the vitalization of 
local field trips, of more distant travel, and of reading because of an under- 
standing of the interrelations between man’s working, playing, living and 
the elements of the natural environment. 

6) The recognition and appreciation of the variety of human labor in the 
major types of regions throughout the world arising from an understanding 
of man’s adjustments to the natural environments.* 


The human aspects of geography are also evident in the Nineteenth 
Yearbook of the National Council for the Social Studies, Geographic Ap- 
proaches to Social Education. It devotes five chapters to the general goals 
and philosophy of geographic instruction as conceived by leading geog- 
raphers throughout the country. Throughout this work there is a continual 
emphasis upon the understanding of people and the interaction of those 
people with their natural and cultural environment. The general goals as 
put forth and described in detail by the authors contributing to the year- 
book may be summarized briefly as follows: 


Effective geographic instruction should help young people of today to: 


1) Gain insights into human problems which come from seeing differences in 
problems and the various ways of dealing with them in the different regions 
and sections of the world. 

2) Picture human societies in their various habitats throughout the world, 
sensitizing the pupil to differences from place to place and an awareness of 
the delicate balance among all contributing elements that gives to each 
area its individuality. 

3) Understand the significance in human affairs of differences not only in 
physical features of the land, but in the economic, political, social and 
religious ideas of people from place to place. 


3 Zoe A. Thralls, “The Theme of Modem Geography,” NEA Journal, Vol. 21, 
October 1932, pp. 219-20. 
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4) Develop international understanding by knowing the conditions under 
which other people live; by building attitudes which are generous and sym- 
pathetic; by engendering feelings of respect and acceptance of differences 
among people of various nations. 

5) Appreciate the significance of relative location in the air age.* 


In the process of achieving the major objectives as given above, the 
child must be instructed in the means of achieving those goals. These may 
be thought of as (1) the development of the basic skills and abilities 
necessary to handle geographic materials—use of maps, globes, pictures, 
reference materials, etc., (2) the development of a repertory of locational 
reference points which are basic to an understanding of relationships, (3) 
a familiarity with the characteristic types of adjustments man has made in 
the major types of regions of the world, thereby gaining an understanding 
of specific regions of the world as the habitat of people along with an 
understanding of the geographic factors which bear on their manner of 
living. With this basic understanding, the child can bring his factual infor- 
mation to bear on current problems at the community, national, or inter- 
national level. 

There is a feeling among parents as well as some teachers that geog- 
raphy is taught in a specific grade or grades in the elementary school. 
As was explained earlier, modern curricula in elementary schools do not 
identify subjects to be taught in various grades but have moved in the 
direction of unified social studies programs. In the study of the various 
units, elements from many of the social sciences will be selected as they 
have a bearing upon the problem being studied. This arrangement has 
much in its favor with reference to geography teaching. It makes tradi- 
tional teaching of geographical facts in isolation less likely and makes it 
possible to present geographic instruction in a genuinely functional setting. 
Ít also presents one serious danger—that of neglecting geography teaching 
and thereby excluding it from the elementary school curriculum entirely. 

While modern schools do not call for the subject of geography to be 
taught in any specific grade, the social studies units should be loaded with 
geographical elements in all grades. Approached in this manner geographic 
understandings develop gradually but surely throughout the elementary 
grades. It is incorrect to assume that children will learn the multiplicity 
of geographic concepts and understandings in one or two grades any more 
than the same assumption would hold for arithmetic, science, or other 
areas of the school curriculum. The responsibility and opportunity to 
include geographical elements exist at all grade levels and when not in- 


cluded are perhaps omitted through neglect. 


4 Clyde F. Kohn, Geographic Approaches to Social Education, Nineteenth Year- 
book, Washington, D.C.: National Council for the Social Studies, 1948. 
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Geography Teaching in Primary Grades 


THE teacher of primary-grade children can and should introduce 
_ them to geographic education in a wide variety of ways through the social 
studies units of the class. Grades one, two, and three are sometimes thought 
of in terms of developing a readiness for geographic understandings. This 
procedure is similar to the practice of presenting young children with a 
variety of number experiences before introducing them to formal arith- 
metic. Where this procedure is followed, the child’s learning of geographic 
materials is enhanced since his teachers have helped him lay a sound 
groundwork for more structured and formal experiences with geographic 
understandings which will come later. 

The primary-grade program, however, should not be thought of only in 
terms of readiness for geography teaching which will occur later. Perhaps 
it is more correct to view it as a part of a continuous program of geographi- 
cal instruction which begins in grade one and extends throughout the 
elementary school. The primary-grade teacher will, therefore, not depend 
entirely upon incidental and chance opportunities to bring some geography 
instruction into the curriculum, but will deliberately plan experiences for 
the children in their social studies units which will bring them in direct 
contact with geographical concepts. This is done not only as a readiness 
procedure for work to come later in the grades, but to help the children 
gain an elementary, but genuine, knowledge of geographical concepts ap- 
propriate to their level of maturity. Examples of the types of elementary 
geographic learnings suitable for use with children in primary grades follow: 


1) Animals depend upon plants for food. 
2) People need plants and animals for food. » 
3) Everyone depends upon the earth for food and water. 
4) People live differently in different parts of the world, but they all must 
have food, clothing, and shelter. 
5) People as well as animals change their ways of living at different times 
of the year. 
6) Some plants die during the winter months but leave seeds to grow in the 
spring. 
7) Plants, animals, and people must have food, air, water, and sunshine in 
order to live. 
8) People earn their living doing many different kinds of jobs—farming, 
fishing, working in factories, driving trucks, running stores, etc. 
9) Our town is connected to the rest of the world by roads, railroads, airlines, 
telephones, etc. 
10) Every day we use things which have come from all over the world. 
11) Animals build homes which are best suited to the way they live. 
12) Some people live in cities in order to be close to their jobs. 
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13) Farmers ship their produce to the city. 

14) Weather affects the things people can do. 

15) Some places in the world are cold all year around, others are hot. Neither 
of these is a good place for people to live. 

16) Special words such as lake, river, canyon, mountain, and creek are used to 
describe the earth’s surface. 

17) People can travel to all parts of the world and use many different ways of 
traveling. 

18) Some people build their homes to be warm, others build them to be cool. 

19) Amap shows the location of places or things. 

20) The globe is a very small model of the earth on which we live. 


The primary-grade teacher will have no difficulty finding ways to include 
geographical elements in the social studies units. Children have a natural 
curiosity concerning the world about them and have endless questions to 
which they are seeking answers. Much of the early geography teaching 
centers about the local community. Barton has described the local com- 
munity as the core of the geographic program—an outdoor laboratory for 
geographic education.’ It is in the local community that the primary-grade 
child may experience and observe firsthand various land and water forms— 
lakes, creeks, islands, gullies, slopes. The teacher encourages children to 
explore the various forms of native plant and animal life and observe the 
characteristic changes of these with changing seasons of the year. With 
some help from the teacher, the children can find answers to questions 
such as these: What do animals do to prepare for winter? What would 
happen to them if they did not make these preparations? What things do 
we do to prepare for winter? Why is the creek dry at this time of the year? 
Why can’t we grow bananas in our back yard? First-graders discussing 
problems of this type are getting their first lessons in the relationship of 
man to his environment. 

The opportunities for children to explore geographically in and around 
the school site are almost limitless. A primary-grade teacher takes her 
class to a nearby basement excavation for a new home. The children ob- 
serve the various layers of soil and the teacher calls their attention to the 
many roots which are found in the fertile topsoil. The class is able to 
obtain samples of the various strata of soil to take back to their classroom 
for an experiment in seeing how well plants grow in the various lavers— 
an early beginning in the appreciation and understanding of the value of 
soil conservation. The presence of earth moving equipment suggests that 
man is not completely at the mercy of natural phenomena, but can, within 
certain limits, do things to modify his environment. Sometimes these modi- 
fications are helpful; other times they are destructive and harmful. ‘The 


5 Thomas Frank Barton, “Geographic Instruction in the Primary Grades,” Geo- 
graphic Approaches to Social Education, Nineteenth Yearbook, Washington, D.C.: 


The National Council for the Social Studies, 1948, pp. 205-16. 
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imaginative teacher can plan similar experiences in purposeful exploration 
in connection with soil, water, water bodies, minerals, rocks, local vegeta- 
tion, surface features, occupations of parents, and others. 

Weather and climate present another area of exploration for young 
children. The child has frequently heard his parents and other adults dis- 
cuss weather conditions and many children have viewed weather forecasts 
on television. The frequency of reference to weather in adult conversations 
indicates the degree to which weather and climatic conditions have an 
effect upon the lives of people. In primary classrooms, children will want 
to have their own charts on which they can record various weather data 
observed each day. The teacher reads the daily temperature, or the chil- 
dren report the official daily temperature which they have heard over 
an early morning radio broadcast. These temperatures may be shown graphi- 
cally, thereby applying knowledge of numbers and graphs in a functional 
setting. Over a period of several weeks or months the graph will show the 
changes which are occurring with reference to temperatures and seasons of 
the year. Children may also record data dealing with wind velocities, 
cloud formations, precipitation, and similar subjects. They may also make 
their own predictions based on the data they have collected. Sensitivity to 
weather changes will again call attention to the changes in native plant 
and animal life as well as the adaptations people make to changing seasons. 

Earlier in this chapter a reference was made to the numerous questions 
children have about the world and its people, and this suggests another 
possibility for much good geography teaching. In many cases the teacher 
may employ the effective “Let’s find out” method in dealing with children’s 
questions. If children find the classroom to be a place where they may ask 
questions and find answers to their questions, the teacher is likely to have 
children asking about such things as these: Where do the spices come 
from that Mother has on her spice shelf? Where does the grocer get the 
fruit he sells? What is in the freight cars that rumble through the station? 
Were do they go? Why was the town located here? Why do the leaves fall 
in autumn? Why are days shorter in winter than in summer? Do people in 
China have to stand upside down? Why don’t they fall off the earth? The 
wise teacher uses these questions for a substantial amount of geography 
teaching. The answers to some they will find out together, others will be 
answered in stories the teacher reads to the class, and still others she ex- 
plains simply and forthrightly in language at the pupils’ level of under- 
standing. Complex explanations ate neither desirable nor necessary with 
children in the primary grades. What is needed are accurate but simple 
explanations which satisfy the child’s curiosity. 

A number of opportunities for geography teaching may grow out of the 
reading and language program of the class. In the basic reading series one 
will find many stories and selections which have a geographical setting. 
The children read about the family which took a week-end trip to the lake 
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or spent a summer in the mountains. They read about the antics of the 
monkeys in the zoo and wonder about their natural habitat. Short explana- 
tions and discussions of accompanying geographical elements are helpful 
in gaining a better understanding of the meaning of the story. Primary- 
grade teachers spend much time reading to children and many of these 
stories present opportunities for geography education. These situations plus 
the selections the children read in My Weekly Reader and current affairs 
which children report present many opportunities not only for language 
development but aid in developing geographical concepts as well. 


Geography Teaching in the Middle and 
Upper Grades 


wiru the good beginnings the child has made in understanding geo- 
graphical concepts in the primary grades, he is ready to move into the more 
formal approach to geography education characteristic of the middle grades: 
In the middle and upper grades the child is not handicapped in dealing 
with geographical concepts because of immaturity, vocabulary limitations, 
reading ability, and experience background to the extent that he was in 
the primary grades. The teacher need not depend entirely upon firsthand 
experiences of the children for geography teaching but may enrich and 
extend his teaching through the use of printed material, maps, globes, 
charts, pictorial material, graphs and similar abstract learning aids. Nat- 
urally, the child should not be thrust into such material abruptly in grade 
four, Rather, the progression from the informal program of the primary 
grades to the more structured program of the middle grades should rep- 
resent a gradual transition. Although the middle-grade child is capable 
of handling much abstract material and thus do a considerable amount 
of experiencing vicariously, there will still be a need for many firsthand 
&xperiences as well. 

Children in the middle and upper grades can delve more deeply into 
the relationships between the earth and the activities of man than they 
could in the primary grades. Children learn that people the world over 
attempt to satisfy their basic needs in ways that are influenced by their 
environment, their past experiences, and present resources. While the 
methods various peoples use to meet these needs in specific regions of the 
world may seem strange to us, they are natural for those who inhabit 
that region. In this connection, children learn that historical and cultural 
items as well as natural ones have significance in the development of geo- 
graphic relationships. A few examples of some of the key geographical 
ideas which should be stressed in the middle and upper grades are: 


1) Man’s natural physical environment to a large extent helps shape the 
character of his economic and social activities. 
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2) The physical make-up of the earth—distribution of land and water, 
weather and climate, unequal distribution of natural resources, etc-—make 
some areas more desirable for man’s activities and life than others. The 
major ways of living such as farming, manufacturing, hunting, fishing, 
herding all demand differing types of resources. Areas of the world rich 
in resources have been sought after on a competitive basis by major so 
cieties of the world. 

3) The relationship between agricultural resources and man is less direct in 
highly industrialized societies than it is in others. 

4) A high level of technological development makes for greater diversity in 
the utilization of natural resources and makes the need for many resources 
imperative. 

5) Productive soil and adequate water supply are the basic resources needed 
by man. 

6) The equitable distribution of goods and resources depends upon prevailing 
economic systems and the extent to which people have direct control in 
matters of government. 

7) The wasteful exploitation of natural and human resources—soil, forests, 
oil, iron, gas, water power, labor, critical energy materials—pose serious 
problems for the welfare of the earth’s rapidly growing population of 
human beings. 

8) Use of the world’s resources and the distribution of the world’s goods de- 
pend upon modern methods of transportation as well as the maintenance 
of cordial relations among the nations of the world. 

9) Geographical factors have had a profound effect upon the movement of 
people and their permanent settlement in certain specific places. 

10) Man may vary his use of an area due to changing conditions, technological 
developments, depletion of the original resources, etc. Developments such 
as the discovery of oil, the use of the taconite process in the recovery of 
low-grade iron ore, the growth of the aircraft industry, and the develop- 
ment of such projects as TVA have brought major changes in man’s utiliza- 
tion of the areas affected. : 


The direct experiences the child has had in the local community help 
him to relate himself and his community to the world’s communities. In 
the study of various regions of the world, the child will follow somewhat 
the same pattern of exploration and problem-solving as in the primary 
grades. In planning the study of the life of a people in a specific region 
such factors as these will be included, although not necessarily in this 
sequence: (1) the surface features of the region, (2) the plant and animal 
life characteristic of the region and its relationship to (3) climatic and 
weather conditions affecting (4) the occupations and way of life of the 
people of the area. From this systematic study of communities in various 
natural regions of the world the child should be assisted in making generali- 


zations concerning the fundamental principles of geography as these affect 
the activities of man. 
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The study of particular communities and regions included in units pre- 
sents difficult instructional problems, no matter what system is used in 
selecting them. Too often they are treated in a superficial or romantic way. 
It becomes easy to make unwarranted value judgments about the people 
studied, to arrive at hasty and inaccurate generalizations, and to develop 
stereotyped concepts of people. The tendency has been to stress traditional 
or legendary aspects of a people’s culture rather than coming to grips with 
their way of life in modern times. The best evidence we have of this is our 
lack of understanding of Latin America. There is much evidence that the 
people and their problems of this vast area are poorly understood by citi- 
zens of the United States, yet’ “Latin American Neighbors” has been in 
the social studies curriculum of many elementary schools for at least thirty 
years. Somewhere in the elementary school program the pupil is likely to 
encounter the study of both primitive and civilized communities, but in 
either case, the need for accurate information and a proper instructional 
emphasis is essential if the child’s valid understandings are to develop. 

Units in the primary grades have stressed the study of the local com- 
munity, and this background should serve as a basis for community studies 
throughout the world. The natural regions in which the communities are 
located should be sufficiently different from one another to help the child 
learn the characteristic adjustments man makes under varying conditions. 
These then may be compared with life in his own community, stressing the 
similarities which exist between people. In addition to geographic influ- 
ences, such a study should, of course, include historical and cultural in- 
fluences, also. 

At the beginning of the study of a community or a region, it is helpful 
to make an overview of the continent on which the region is located. This 
helps the child place the area properly in its larger geographical setting. 
Oftentimes, at the beginning of such units, the teacher will use a globe 
find a series of wall maps. Beginning with the globe, he will focus attention 
on the continent on which the study is to be made. He will point out its 
location in terms of other known places on the earth. Then he can move 
to a wall map of the continent and point out the particular area to be 
studied, This can be followed with a brief study of the geographical features 
of the continent in terms of their relationship to the particular area to be 
studied in greater detail. 

Intensive continental studies are usually not well suited for elementary 
grades because the natural, cultural, and historical backgrounds of various 
sections are generally too varied for the child to understand. As a result, he 
may learn a number of facts regarding natural items but fail to relate 
these to the people who inhabit the area. It is ordinarily better to select 
specific communities in representative regions of the world and study those 
intensively. Rather than selecting a continent for study in the fourth grade, 
the teacher, for example, might better select a Scandinavian community 


SOME COUNTRIE 
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The social studies program should familiarize pupils with geographical concepts 
which apply to many parts of the world. 


for one unit, a Mediterranean community for another, a Latin American 
community for another, a Middle Eastern community, an Oriental com- 
munity, an island community, and a Far East community which has a 
typical Western civilization cultural orientation. These communities are 
sufficiently different from one another to show how man solves his prob- 
lems of living under a variety of natural conditions. Running through the 
entire study should be a central theme to help the child understand that 
the common needs and problems of people wherever they are found are 
basically similar, yet differ in specific respects due to differing circum- 
stances. People everywhere satisfy their basic needs and solve their problems 
within the context of their historical and cultural backgrounds as well as in 
relationship to their natural environment. 

Some elementary grade teachers cling to the concept of environmental 
determinism, although geographers rejected it years ago as an explanation 
of differing ways of living. Geographic conditions should be taught as fac- 
tors which relate to, condition, or affect ways of living but do not cause 
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Figure 30. Community studies afford a means of sensing similarities and differ- 
ences in ways of living around the world. 


them. If geographic conditions caused people to live the way they do, 
everyone in a given area of the world would live the same way; and, of 
course, this is not the case. For example, some of the people of the world 
who inhabit the deserts live in tents, tend sheep, and live nomadic lives; 
others who live in desert areas have air-conditioned ranch-style homes, 
work in comfortable office buildings, and drive modern automobiles. 

The teaching of the earth’s climatic zones also persists even though 
this concept, too, has been discarded by geographers. Traditionally, chil- 
dren were taught that the earth had climatic belts known as the Frigid, 
Temperate, and Torrid Zones which surrounded the earth at certain lati- 
tudes. The implication in this is that these areas are rather homogeneous 
with respect to climatic conditions. This is completely in error since there 
are places in the so-called Torrid Zone which have snow the year round; 
places in the so-called ‘Temperate Zone which have winter temperatures 
as low as —40° below zero; places in the Frigid Zone which record fairly 
mild temperatures even in the winter months. These zonal designations 
with respect to climate should not be taught. In their place, teachers should 
use the terms “Low Latitudes,” “Middle Latitudes,” and “High Latitudes.” 
Climate should not be explained entirely in terms of latitude. 

In the study of ways of living around the world, usually at the fourth 
grade, many programs focus upon primitive societies because these people 
relate so directly to their surroundings in meeting their basic needs of food, 
clothing, and shelter. They make their homes and clothing out of materials 
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The enthusiasm and interest apparent in the expressions of these pupils is the type 
the teacher seeks to develop for social studies learnings. 


close at hand, and these necessities are usually entirely functional. All food 
is grown, gathered, or hunted. Where there is trading or other contact 
with the outside world, ways of living begin to change. Even under primi- 
tive conditions, however, the people have their moments of happiness and 
pleasure as well as periods of sorrow and disappointment. Much of value 
can come from studies of this type, but the teacher needs to be careful not 
to develop the idea that just because these people meet their basic needs in 
simple ways, their social organization is easy to understand. Often the 
customs, mores, and taboos of primitive cultures are exceedingly complex. 
When studies of primitive peoples (Indians, Eskimos, jungle people, desert 
people, etc.) are undertaken, the units should be used to demonstrate 
rather specific points, such as man can live under a variety of geographical 
conditions; primitive people have less need for the great variety of re- 
sources needed by industrial societies; certain human qualities are apparent 
in all people no matter how they live; people do not need great material 
wealth in order to be happy; primitive people spend a disproportionate 
amount of time seeking basic needs; ways of living change when people 
meet others from a more advanced culture; and so on. 

In the fourth grade, one also finds the study of home states to be fairly 
common. Many of the states are sufficiently diverse in geography to allow 
parallels to be drawn with similar places around the world. If the state has 
plains, for example, pupils might find out where else in the world one finds 
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plains and how the people there make use of them. Or the state might have 
mountains, or deserts, or good harbors—any of these and many more can 
be used to teach geographical concepts to children on a broad basis. 

The same principles hold true in the fifth grade social studies curricu- 
lum, which in many schools deals with communities or sections of the 
United States, its history, and the movement of people from one section to 
another within it. In the consideration of historical developments, life in 
early America, or contemporary life in various communities of the United 
States, the teacher should relate geographical factors to the study of such 
units. What did the geography of the region have to do with the way 
people lived and how they made their living? Why did large cities grow 
where they did? Why did the people moving west follow certain routes? 
How were people able to make use of the resources they found? All of these 
questions relate to geography, and geographical understanding should be 
used to help explain them. 

In the upper grades, many social studies units provide the opportunity 
for relating man’s activities to his environment. As a result of their studies, 
children should learn how such social functions as making a living, pro- 
ducing goods, building homes, making clothing, transporting goods, and 
communicating ideas relate to the specific region in which people live. 
It is also in these grades that children should develop considerable skill 
in the use of the tools of geography—charts, graphs, source books, and 
most particularly, maps and globes. These are indispensable in the serious 
study of geographical elements in the social studies. 


Conservation Education in Social Studies 


CONSERVATION education is sometimes considered a facet of geogra- 
hy because of the emphasis placed upon soil, mineral, and water conserva- 
tion, For this reason it is included in this chapter dealing with geographical 
elements. It may, however, be considered a problem in consumer education 
since wanton waste of resources in any form is a costly and unnecessary 
expense. It is also related to economic education, for depletion of our own 
resources makes necessary the dependence upon sources of supply from 
other parts of the world. Conservation may also be thought of as an aspect 
of science education. It has, therefore, relationships to many components of 
the social studies and to other areas of the curriculum as well. 

Properly conceived, conservation 1s not merely a subject but is, rather, 
an attitude. It is an attitude which can and should find its way into most 
social studies instruction if not most of the activities throughout the entire 
school day. With this in mind, conservation education may be defined 


_ as the sum of all learning experiences which facilitate the development 
of an understanding of and an appreciation for the nature and complexity 
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of the natural environment; a recognition of the dependency of human 
welfare upon life in harmony with earth; a sensitivity to resource misuse; 
a combination of favorable attitudes relative to wise use of the earth, and 
a feeling of individual social responsibility for its continued productiveness 
and ultimate well-being." 


Important in this definition are the words “sum of all learning experiences.” 
This means that while children may be having formal instruction in con- 
servation education in the school curriculum, they may be having a great 
number of experiences in and about school, at home, or in the community 
which militate against the growth of desirable attitudes of conservation. 
These incidental experiences which go on in the normal course of living 
may be more effective “learning” experiences for the child than the ones 
which are planned for him in the school instructional program. If this 
conflict is understood, the reader may appreciate the folly of a teacher 
conducting an extensive unit on soil conservation, while the children re- 
main wasteful of school supplies, food, clothing, and personal belongings. 
A publication of the Office of Education summarizes the general ob- 
jectives of conservation education in the nation’s schools as follows: 


To help children increase their appreciation of the value of natural resources 
in preserving and improving ways of living. 

To help each child grow in ability to accept responsibility for doing all he 
can to maintain or make wise use of resources in his environment in 
order that people now and in the future may receive maximum benefit 
from these resources. 

To provide opportunities for pupils to develop and improve their skills and 
techniques in using natural resources. 

To guide children in developing understanding of the fact that, in improve- 
ment of present and future living, there is no substitute in science and 
technology for wise use and care of the earth’s present resources. 

To enable pupils to develop respect for all resources, regardless of owner- 
ship, public or private. 

To increase pupils’ appreciation and understanding of the interdependence 
and interrelationship of the earth's natural resources.7 


The attitude of conservation has its roots in a value system and for this 
reason is extremely difficult to teach in a land of abundance and plenty such 
as ours. While the news that billions of tons of topsoil were lost in one of 
our many floods may be of great concern to those directly involved or to 


6 Better Living Through Wise Use of Resources, Bulletin 1950, No. 15, Federal 
Security Agency, Washington, D.C.: Office of Education, p. 33. 

7 Efe G. Bathurst and Wilhelmina Hill, Conservation Experiences for Children, 
Bulletin No. 16, U. S. Department of Health, Education, and Welfare, Washington, 
D.C.: U. S. Government Printing Office, Department of Education, 1957, pp. 170-71. 
This publication gives a description of various school conservation practices and projects 
from 28 different geographical areas of the United States. 
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one who has given the matter careful thought, it is of only passing interest 
to the average American reading his evening newspaper and less than 
passing interest to the school child. There is nothing in the story or in their 
experience to make them believe anything other than “there’s plenty more 
where that came from.” Wastefulness in the use of natural resources may 
be likened to a pernicious disease whose victims are unaware of its presence 
or fail to comprehend its seriousness until it has progressed to a point 
which makes recovery impossible. 

The school really concerned about conservation education will, there- 
fore, begin by identifying evidences of waste, destruction, and misuse of 
public property which are within the child’s own experience, and instruc- 
tional effort will be placed at those points first. Conservation education 
will not be reserved for some particular grade in which the curriculum calls 
for a unit on conservation, but will be a part of everything the child does 
all during his life in school from kindergarten through senior high school. 
Most schools will not have to seek far to find situations from which to 
initiate this kind of conservation education. They may find it in such 
simple things as the child using a whole piece of writing paper when a half 
sheet would be sufficient; in the misuse of books and instructional mate- 
rials; in the disregarding of responsibility for returning bats, balls, and 
other play equipment after a recess or relief period; in the maltreatment of 
seating or other furniture; in the lack of concern of children for personal 
items in the lost-and-found; in the lack of care given personal toys; in the 
defacing of public property within the community and many others. 

In one school a particularly effective all-school project in conservation 
grew out of a lunch problem. Interestingly enough, it was not initiated by 
a member of the professional staff but by the school cook. This lady had 
observed that children were exceedingly wasteful of food. Children would 
request large servings, eat a small portion, and throw the remainder away. 
The cook called this to the attention of-one of the teachers, who in turn 
discussed it with her class. The group decided to take the matter up as a 
class project to see what could be done to cut down the wastefulness. 

As a first step the class decided to get an exact picture of the extent of 
the problem. To do this they made arrangements with the cook to gather 
the unconsumed food and weigh it after each meal. These data were 
kept on a continuing day-to-day basis and were posted conspicuously in the 
lunchroom. The class arranged to send representatives to all the classrooms 
in the building to explain the problem and the nature of the project their 
class was undertaking. They asked each class to make a suitable poster 
related to food waste which would be posted in the lunchroom or on the 
hall bulletin boards. The class emphasized the point that since the children 
paid 30 cents for their lunch, the extent of waste amounted to approxi- 
mately seven cents for each child each day. This was used to compute the 
cost to each child for the year and for the entire school for the year. The 
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children wrote to the Food and Agriculture Organization of the United 
Nations for information regarding food needs of the world and received 
in return data which showed the United States had a favored position with 
respect to food supply when compared with many parts of the world. This 
material was used as the basis for a dramatization given at a school as- 
sembly. During the time this project was underway, food waste dropped 
markedly, mainly because children were more careful in requesting “help- 
ings” which they could consume. Furthermore, food waste remained down 
for the entire school year. Parents reported that children discussed the 
seriousness of food waste at home and felt the school program had had a 
definite effect on their out-of-school behavior in regard to waste. 

When the program has its foundation in the type of conservation edu- 
cation just described, units dealing with aspects of soil, water, wildlife, 
mineral, and forest conservation may be justifiably undertaken. These 
should take the form of recurring themes and be placed at various grade 
levels. Central to such units of study should be the development of atti- 
tudes rather than the amassing of a great amount of factual information. 
To be sure, facts will be needed as a means of better understanding the 
gravity of the problem and to drive home a knowledge of the extent to 
which conservation of natural resources has become a matter of national 
concern. But knowledge alone does not necessarily result in changes of 
behavior or attitude. What is also needed are learning experiences and 
activities which will bring the child face to face with the realities of ramp- 
ant waste or poor conservation practices. Elementary school children are 
not especially concerned about whether or not we will exhaust our iron 
resources in the next seventy-five years or the amount of topsoil lost in the 
Missouri River Valley in a recent flood. They are more likely to be con- 
cerned about the fact that they can no longer catch any fish in a nearby 
river or lake although their fathers report that when they were boys it was 
a favorite fishing spot of the entire community; or that the class cannot 
have its outing in Baker's Woods this year because it was burned over in 
the big fire last spring. The children might wonder why it was necessary 
for the city to impose lawn sprinkling regulations during the summer dry 
spell, which resulted in many scorched lawns including those on the school 
grounds. Or they might be concerned about why there are so many aban- 
doned farms in their neighborhood—people lived there once, why did they 
leave? They might wonder why their community is threatened with flood- 
ing each spring when old-timers report that flooding was uncommon in the 
community fifty years ago. Every community has its own unique problems 
which are related to conservation practices. These are the ones which 
should be utilized in activating a program of conservation education in the 
school. Furthermore, they should be presented to children in such a way as 
to show how they as individuals are personally involved in the problem. 
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Programs in conservation education, therefore, stress application of 
knowledge by the pupils to conservation problems which are of concern 
to them, In this connection, Bathurst and Hill say: 


There is a tendency toward providing children with many opportunities 
to learn about conservation and to practice it in many functional ways. The 
experiences may be planting trees, seeding grass, or providing homes for 
animals. Many children plant and care for school gardens, build nature 
trails, or help to plant burned-over areas. Reading and talking about con- 
servation is not enough. There is no point in having a classroom poster 
contest about conservation, while ignoring the fact that the school ground 
is washing away.8 


While it is not possible to suggest a great number of learning activities 
and resources for soil, water, wildlife, mineral, and forest conservation 
education because of space limitations, the teacher may find the following 
suggestions helpful. They are intended to serve as samples of activities 
which have been used with success with elementary school age children: 


Use the many good films now available on the topic of conservation. They 
are thoughtfully prepared, employ modern photographic techniques and 
color to present forcefully the problem of waste and the need for better 
conservation practices. 

Take field trips to local conservation or ranger stations, fish hatcheries, 
farms, local parks, etc. 

Invite speakers to class. Persons such as the County Agent, a ranger, an 
“ag” teacher from the local high school, a member of the Rod and Gun 
Club are logical men to invite. 

Build library resources by increasing school’s supply of books and articles 
pertaining to conservation. 

Relate soil fertility in various ways to plant food elements and community 
prosperity. 

Develop and exchange correspondence with children from different parts 
of the country, asking for firsthand information of their local conservation 
problems and what is being done to correct them. 

Illustrate in various ways the time needed to recover resources and the im- 
possibility of recovering some resources lost through waste. 

Familiarize the pupil with the interest and action of government (local, 
county, state, and national) in conservation. 

Integrate conservation education of such groups as Boy and Girl Scouts, 
4-H, Future Farmers of America, Camp Fire Girls, and other youth groups 
with the school program. 


8 Ibid., p. 2. 
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Place instructional emphasis upon new developments in conservation due 
to the application of scientific knowledge—new uses of resources, more pro- 
ductive farmland, new flood control techniques, new energy sources. 


Conduct numerous experiments dealing with conservation, such as: 

1) collect runoff water and determine what it carries. 

2) test a sample of soil for organic matter. 

3) discover how and why grass protects soil. 

4) demonstrate the effect of rapidly falling water upon soil. 

5) test the productivity of various types of soil. 

Contact various agencies which have an interest in or dedication to the 
cause of conservation for suggestions, teaching materials, or help. Some are 
listed below: 

American Forest Products Industries, Inc., 

1816 N Street, N.W., Washington 6, D.C. 


American Forestry Association, À 
919 17th Street, N.W., Washington 6, D.C. 
American Nature Association, 

1214 16th Street, N.W., Washington 6, D.C. 


Bituminous Coal Institute, 

1425 H Street, N.W., Washington 6, D.C. 
Conservation Education Association, 

Eastern Montana College of Education, Billings, Montana 
Conservation Foundation, 

30 East goth Street, New York 16, New York 
Garden Club of America, 

Conservation and Roadside Committee, 

15 East 58th Street, New York 22, New York 
Izaak Walton League of America, 

31 North State Street, Chicago 2, Illinois 
Keep America Beautiful, Inc., 

99 Park Avenue, New York 16, New York 
National Audubon Society, 

1130 Fifth Avenue, New York, New York 
National Coal Association, 

Southern Building, 15th & H Streets, N.W., 
Washington 6, D. C. 

National Education Association, 

1201 16th Street, N.W., Washington 6, D.C. 
National Geographic Society, 

16th & M Streets, N.W., Washington 6, D.C. 
National Wildlife Federation, 

232 Carrol Street, N.W., Washington, D.C. 
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Superintendent of Documents, 

U.S. Government Printing Office, Washington, D.C. 
U.S. Department of Agriculture, 

Forest Service and Conservation Service, 
Washington, D.C. 

U.S. Department of Health, Education, and Welfare, 
Office of Education, Washington 25, D.C. 


US. Department of Interior, Bureau of Reclamation, 
Fish and Wildlife Service, or National Park Service 
Wild Flower Preservation Society, Inc., 

3740 Oliver Street, N.W., Washington 15, D.C. 


Home State: Department of Conservation 
Department of Natural Resources 
Local: Office of the County Agent 


Conservation education requires a multipronged approach if effective 
tudes of conservation are to be developed. The inclusion of occasional 


units on conservation in the elementary school social studies program are, 


themselves, an inadequate solution to the problem of conservation 


education. It requires the combined efforts of communities, parents, and 
schools. It also requires a sensitivity to the relationship of such attitudes 
as thrift, frugality, economy, and temperateness to conservation. 


DISCUSSION QUESTIONS 

AND SUGGESTED ACTIVITIES 
How does a classical definition of geography as a discipline differ from the 
type of geographical study recommended for elementary school children? 
Select some of the books and stories which are favorites of children in the 
lower grades and identify ways in which these present opportunities for 
geography teaching. 
In addition to the experiences given as examples in the text, can you list 
specific geographical concepts which might be included for study at various 
grades? Following each concept describe a learning experience which would 
be suitable for the age child you have in mind and which will help him 
develop his understanding of the geographical concept in question. 
Develop a list of geographical terms and prepare charts and posters to 
portray their meaning. 
Can you restate the ideas presented on pages 285-286 in language suitable 
for middle-grade children? Select one or more of these key ideas and de- 
velop related learning experiences appropriate to middle-grade children. 
Should these ideas be developed in a single unit or be a part of many units 
irrespective of the topic being studied? 
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6) How might conservation education be approached in the grade in which 
you have a special interest? Give examples to show that knowledge alone 
does not ensure the development of habits of conservation. 


7) Do you think that special geography books are needed for middle-grade 
classes? What specific things might a teacher do to build his own back- 
ground of geographical understanding? 


8) To what extent do you believe that geographical elements dominate the 
elementary school social studies program? Cite specific examples to sup- 
port your point of view. 


9) Select a topic which is suitable for study in a social studies unit. Indicate 
possibilities for including elements of geography for study within that 
unit. 


10) Make a study of your local community and identify some of the resources 
which can and should be used by the school to teach and enrich geographi- 
cal concepts. 


11) Obtain a middle- or upper-grade basic textbook in social studies and select 
at random 10 pages for study and analysis. Write down all places referred 
to in these 10 pages which could be located by referring to a wall map. 
Do you find that the authors have children doing a lot of intellectual 
traveling? Do you think a child can meaningfully go from New York to 
London to Tokyo in a single paragraph? What instructional problems does 
this present? 


12) Make a study of news releases of A.P. and U.P.I. by date line. Discounting 
disasters and once-in-a-lifetime occurrences, which places do you find in 
the news most frequently? Should this be used in determining which 
places children should learn to locate on maps and globes? Do you find 
the capital cities of the 50 states mentioned frequently? 


13) Select six or more places which children are taught to locate on maps and 
globes. For each place selected, sketch in some detail possibilities for teach- 
ing interpretive aspects of geography related to it. 


14) Give several examples of the way questions of children can be used in 
teaching geographical concepts. 


SELECTED REFERENCES 


Casper, Bernice M. “Scope and Sequence of Geographic Education in Grades 
a Through Twelve,” Journal of Geography, 60, No. 2, February 1961, 
pp. 82-88. 

Deasy, G. F., P. R. Griess, E. W., Miller, and E. C. Case. The World’s Na- 
tions; An Economic and Regional Geography. Philadelphia: J. B. Lippin- 
cott Co., 1958. 

Durand, Loyal. World Geography, rev. ed. New York: Holt, Rinehart, and 
Winston Co., Inc., 1958. 

Heintzelman, Oliver H. and R. M. Highsmith. World Regional Geography. 
Englewood Cliffs, New Jersey: Prentice-Hall, Inc., 1955. 


Geographical Elements in the Social Studies Program 299 


James, Preston E. “New Viewpoints in Geography,” New Viewpoints in the 
Social Sciences. 28th Yearbook. Washington, D.C.: National Council for 
the Social Studies, 1958. 

—— New Viewpoints in Geography. 29th Yearbook. Washington, D.C.: 
National Council for the Social Studies, 1959. 

Koerner, Grace E. “The Vital Role and Scope of Geography,” Journal of 
Geography, 56, No. 4, April 1957, pp. 177-80. 

Kohn, Clyde F. Editor. The United States and the World Today. Chicago: 
Rand McNally & Co., 1957. 

McLendon, Jonathan C. “What Shall We Teach About the Earth?” The Ele- 
mentary School Journal, 60, No. 6, March 1960, pp. 307-12. 

Morris, John W. “Use of Geography in Teaching American History,” Inter- 
preting and Teaching American History. 31st Yearbook. Washington, D.C.: 
National Council for the Social Studies, 1961. 

Social Education, 23, No. 4, April 1959, “Far East”; 24, No. 3, March 1960, 
“Africa”; 25, No. 1, January 1961, “Middle East.” 

Thralls, Zoe A. The Teaching of Geography. New York: Appleton-Century- 
Crofts, 1958. 

Wilson, Howard E. and Miller R. Collings. “Education for International Un- 
derstanding,” Social Studies in the Elementary School. 56th Yearbook. 
National Society for the Study of Education. Chicago: University of Chi- 
cago Press, 1957, pp- 238-55. 

Wilson, Richard C. “Using News To Teach Geography,” Social Education, 
24, No. 2, February 1960, pp. 56-57. 


CHAPTER | 2 


Historical Elements 
in the Social Studies 


History shares with geography a long tradition as one of the standard 
subjects included in the elementary school curriculum. Like geography, it, 
too, has a past record of being poorly taught, dull, and uninteresting to 
children. With the possible exception of geography, perhaps no subject 
of the traditional school curriculum was more universally disliked by 
pupils than history. One would not need to look far for the reasons lead 
ing to such pupil attitudes. With a heavy emphasis upon names, dates, 
places, battles, and past political facts which had to be memorized, it is 
little wonder that children found history something less than engaging. 
Also, the nature of history is such that it is easy for the child to separate 
himself completely from the topic or period studied and not to relate 
himself to it. Consequently, it does not seem vital or important to him. 

Often children become utterly and completely confused about the 
relationship of events, people, movements, and developments to one an- 
other, possibly because the historical story, as presented, is not complete 
enough to make sense to them. Imagine how confusing and uninteresting 
one would find a novel if he read the first two chapters, then skipped to 
the fourteenth, then went back to the eighth, then read the final chapter, 
and lastly, read chapter eighteen. Perhaps such a reader would be no less 
confused about the events in the story than are many school children when 
they complete a series of units dealing with United States history. To 
confirm this, the reader should interview a few children in the upper 
elementary grades and ask them to tell him the story of America beginning 
with Columbus. Historical material per se is neither interesting nor uninter- 
esting; it is the manner in which it is presented and taught which gives 
it one or the other of these values. 

In recent times, there has been a diminishing emphasis upon formal his- 
tory teaching in the elementary school. This has been partly due to the 
influence of the child development movement in education and partly 
because of the rise in importance of other social sciences. Today history 
still occupies a position of importance within the unified social studies 
program, but greater care is exercised in selecting historical elements which 
are suitable for use with young children, and more attention is given to 
effective ways of teaching history to children than formerly. 
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Major Purposes of Historical Study 


IN ORDER for the teaching of historical elements to be effective, the 
teacher must have an understanding of the purposes of including such 
material in social studies units. Elementary school curricula are becoming 
increasingly crowded with the addition of more and more material which 
the school is expected to teach. Additions to the curriculum are common; 
deletions are seldom made. The inclusion of any material must be justified, 
then, on some other basis than tradition. One must satisfy oneself that 
time spent on such study is genuinely worthwhile to the learner and that it 
does, in fact, contribute to the purposes of social studies instruction. 

History teaching has traditionally been justified on the basis of helping 
persons understand the present in terms of the past. Presumably we study 
the past, learn of the successes and failures of man in the past, and plan 
for the future accordingly. Man, therefore, should not make the same 
mistakes over and over again since history alerts him to the pitfalls he may 
expect to encounter should he pursue a particular course of action. Indi- 
viduals do this in their personal lives. They refer to past experiences, 
generalize from them, and plan intelligently for their future. While this 
holds true for individuals, it unfortunately does not work well where socie- 
ties and large groups of persons are involved. It can be argued that history 
teaches that man has not learned the lessons of history well, since he 
continues to make many of the same mistakes over and over again. It 
shows, for example, that wars are not satisfactory methods of settling inter- 
national disputes, yet the nations of the world now find themselves in the 
greatest arms race the world has yet known. Such positions, however, 
focus upon the failures of mankind rather than upon its successes in dealing 
with social problems. Knowledge of history as a guide to intelligent future 
action does have a measure of validity but is apt to be disappointing to 
the teacher because of the great amount of time needed to resolve prob- 
lems which are so complexly involved with cultural, economic, social, and 
religious factors. 

The problem here is that the child cannot apply his knowledge of his- 
tory to the solution of his everyday problems in the same way as he can 
apply his knowledge of spelling words, his reading, or arithmetic skills. 
Since little direct relationship between a knowledge of history and daily 
problems of living exists, it cannot and should not be thought of as an 
entirely practical subject. In this sense history resembles literature, art, 
and music in that its contribution may lie along cultural lines rather than 
strictly practical ones. While the child will not apply his knowledge of 
history directly to the solution of the many complex problems of man in 
the twentieth century, it will give him an insight, appreciation, and under- 
standing of these problems which he otherwise would not have. 
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Many educators feel that history can and should contribute directly to 
attaining the broad goal of good citizenship. For this reason many states 
require the teaching of state and national history by law. There are, of 
course, many ways to teach citizenship skills, and a knowledge of history 
supported by actual experiences in the practice of good citizenship in the 
school and classroom unquestionably contributes to strengthening of loyal- 
ties and helps children identify with their rich historical background. Per- 
sons develop love of country, loyalty, and fidelity through a knowledge, 
appreciation, and understanding of the struggles of people to weld frag- 
mentary groups of refugees into a great and powerful nation. History teach- 
ing is valuable in this respect if it provides opportunities for the child to 
identify himself as a person with the historical past. The historical experi- 
ences of the nation then become part of the background of experience of 
individual children and, thus, the common background of the citizenry. 

History teaching also has value because it helps children learn the 
inevitability of change. The record of man’s tenure on earth is a succession 
of changes, some representing progress, others not. The necessity of learn- 
ing to adapt to changing conditions will be a lesson the child of today 
will have to learn fairly early in life. The changes that occur within the 
period of a single lifetime are becoming almost more than the human 
organism can withstand, The attitudes of smugness and provincialism bred 
by a reluctance to accept the inevitability of change can be countered 
through the good teaching of historical material. 

People of today feel that many of their problems of living are unique 
to their times, and within certain limits this is undeniably true. History 
teaches, however, that man has faced basically the same problems for cen- 
turies. People still engage in the fundamental social processes of living just 
as they have from the dawn of organized societies. While the basic prob- 
lems remain the same, the child learns that through the ages man has 
refined and improved some of his methods of dealing with these problems. 
He learns, too, that man is likely to continue this improvement and refine- 
ment process which will result in a more fruitful life for everyone. He 
learns that from time to time the inquiring mind of man has led him to 
discoveries which completely disrupted conventional ways of living—fire, 
the wheel, gunpowder, mass production, atomic energy. But despite these 
changes, people still spend much of their time dealing with the funda- 
mental problems of securing food, clothing, shelter, protecting their young, 
and seeking a measure of personal happiness and contentment. i 

Although history is ordinarily thought of as a record of times past, it is 
in the true sense a living record. History is not made by historians—they 
only record and interpret it. History is made out of the everyday affairs 
of living people; and children should learn that they, too, are living during 
a history making period. An appreciation of this fact of history helps the 


Historical Elements in the Social Studies 303 


child understand one of the major purposes of historical study—to under- 
stand the variety of factors which lead to historical events. Points of 
major historical significance generally identified by a single date have a 
“spread of effect” which extends prior to the point and subsequent to it. 
In order to understand the Korean incident, for example, one must go 
back to the events subsequent to World War II. To have some grasp 
of World War II, one must go back to World War I and understand the 
series of events which led to December 7, 1941. History is a continuous 
story of man’s activities; it cannot be severed into discrete parts separated 
only by dates. History is being made and written continuously. 

Finally, history deserves serious study within the social studies because 
it is the record of human relationships. If the social studies concern them- 
selves with human relationship as they purportedly do, then surely the 
past record of mankind merits careful consideration. Here the child can 
gain some understanding of the hopes and aspirations of mankind through 
the ages as well as a knowledge of his achievements and failures in the area 
of human relationships. It gives the child a perspective and depth to his 
understanding of people which is perhaps not attained in other ways. 


Selecting Historical Elements 
for Social Studies Units 


THE teaching of history in modern elementary programs occurs 
within the various social studies units of the grades, and historical elements 
contribute substantially to such units. The emphasis in modern programs is 
upon understanding the past, the people who lived during those times, 
their problems, ways of living, and their struggles to meet basic needs. The 
purpose of history taught in this manner is to help the child develop a 
better understanding and appreciation of man’s growth through the years— 
not only along political lines but in all phases of his activities which con- 
tribute to a richer and more abundant way of life. This would include 
consideration of the growth of the arts, sciences, literature, humanitarian 
movements, and other cultural aspects of man’s life. 

The teacher's task in teaching historical elements is twofold. He must 
first select what to teach, and then he must decide how to teach what is 
selected in a way that is meaningful to young children. Some historical 
concepts, trends, ideas, or movements, because of their complexity or 
remoteness, are inappropriate and could not be grasped by young children 
no matter how they were presented. The teacher will want to be off to a 


good start by making sure that what is selected for study is within the 


comprehension abilities of the pupils. In this connection the following 


criteria are suggested for the selection of historical topics for study by 
young children: 
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1) Is the historical material to be studied directly related to experiences 
children have had or are having? 

2) Is the historical material such as to appeal to the natural interests of the 
children with whom it is to be used? 

3) Will the historical material enrich and extend some important social studies 
concept, generalization, understanding, or attitude? 

4) Are the appropriate materials of instruction available—books, films, record- 
ings, slides, pictures? 

5) Can the basic historical concepts contained in the material be simplified to 
the extent that young children will be able to understand them? 

6) Does the material lend itself to active participation by the children as they 
learn it? 


The following list suggests types of topics and experiences dealing with 
historical elements which can be planned at various grade levels. This list 
should not be construed as being complete, neither should it be considered 
as a course of study for the grades—experiences or topics suggested for one 
grade level may be appropriate for a higher or lower grade as well. The 
suggestions may be of help to the teacher in selecting historical elements 
for study as well as in planning learning experiences for children at various 
ages: 


KINDERGARTEN, GRADE ONE, AND GRADE TWO: 

1) Listening to stories of the origin of special days. 

2) Simple dramatics, music, or art activities associated with holidays. 

3) Talking about bulletin boards prepared in connection with holidays and 
festivals such as Columbus Day, Thanksgiving Day, Lincoln’s and Wash- 
ington’s Birthdays, Veteran’s Day, Memorial or Arbor Days. 

4) Learning to respect the symbols that represent our country, such as the 
flag or Pledge of Allegiance. 

5) Observing change in the community environment, such as the demolition 
of old buildings, construction of new roads, homes, offices; and looking at 
pictures of homes in olden days. 

6) Listening to a resource person tell about a patriotic holiday in childlike 
terms. 

7) Enjoying storics, poems, or songs about heroes, past and present, or of 
others who have contributed to our cultural heritage. 

8) Learning the origin of local holidays and festivals. 

9) Attending assembly programs of historical significance such as a dramatiza- 
tion by older children, a pageant, or a film presentation. 


GRADE THREE: 
1) Becoming acquainted with the historical significance of the name of the 
school. Learning about the history of the school. Learning about early 
school days. 


2) Learning about pioneer life in early settlements, their food, clothing, shelter, 
recreation. 
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3) 


9) 


Studying local community history. Learning how the community was first 
settled, why it was located where it was. Finding out about local disasters 
such as fires, floods, earthquakes. Studying the history of local parks, how 
they were named and why they are located where they are. Becoming 
acquainted with local historic buildings and spots as well as knowing about 
famous local historical figures. Learning about early churches in the com- 
munity. 

Learning about the background of local festivals and “days” such as the 
Mummer’s Festival in Philadelphia, the Camellia Festival in Sacramento, 
Kolachy Day in Montgomery, Minnesota, the Tulip Festival in Holland, 
Michigan, or the Cinco de Mayo celebrations of the Southwest. 

Studying transportation of pioneers—how they traveled, routes they fol- 
lowed, problems they encountered, how they met their basic needs of food, 
clothing, and shelter enroute. 

Learning of early Indian life and its contribution to our culture, 

Learning of the various national groups who settled in the local area and 
their contributions to the modern community. 

Learning about the lives of famous men in connection with units in the 
social studies, such as Pasteur in connection with a dairy unit, Bell and 
Edison in a unit on communication, or Fulton in a unit on transportation. 
Studying how messages were sent in early times, such as cave drawings, 
Indian smoke signals, drum beats, pony express, stage coach, and others. 


GRADE FOUR: 
Learning of the contribution of people from various countries to American 
life—the Spanish in the Southwest, the English and Dutch on the Atlantic 
Coast, the Scandinavians in the upper Midwest, and so on. 
Studying the history of the home state. People who came to the home 
state, when, how, and why they came. How carly settlers in the state earned 
a living. Founders of local city and state. Origin of the names of places in 
the community and state. Part the home state played in the founding of 
the nation. Places of historical interest in the state. Famous inventors, 
scientists, discoverers from the home state. 
Learning how communication and transportation services in the commu- 
nity, state, and typical regions of the world have grown and developed. 
Studying the history of national parks. 
Learning how early settlers met their basic needs—food, clothing, and 
shelter. How children of early settlers learned to read and write. Pioneer 
entertainment, early health measures, religious customs, modes of dress, 
family life, and so forth. 
Learning how home and family life has changed, reasons for the change, 
effect of power machines on living, how people have changed their environ- 
ment. 
Gaining a knowledge of early Indian life in the local area. 
Learning about the development of local and state government at an ele- 
mentary level; why the capital is located where it is. Famous statesmen 


from the home state. p 
Various historical elements related to units of study such as the history of 
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aviation, weather forecasting, farming practices, health measures, inventions, 
the number system, money, or sports. 


GRADE FIVE: 

1) Learning of the beginnings of the United States. Explorers and land claims, 
expansion of settlements, troubles with the Indians. Routes of early ex- 
plorers, settlement of the United States, formation of colonies along the 
coast. 

2) Studying differences in ways of living in pioneer days and now. Learning 
colonial games, songs, dances. Noting changes in meeting basic needs, 
Comparing family life today with life in colonial times and life on the 
frontier. Learning the effect of inventions and discoveries on ways of living. 

3) Learning of the history of different kinds of work in various sections of 
the country. Learning of the different groups which settled in parts of the 
country. Becoming acquainted with simple ideas related to sectionalism and 
controversy, understanding reasons for differences. 

4) Becoming familiar with the cultural growth of the nation. Learning of 
America’s famous writers, poets, artists, musicians, actors, through their 
works. Learning of the folklore, art, music, dramatics, and dances of various 
regions of the United States from colonial times to the present. 

5) Knowing something of the men and women who have made America great 
—statesmen, leaders, inventors, scientists, explorers, frontiersmen, soldiers, 
heroes, persons associated with the growth of transportation, communica- 
tion, the arts, science, education, religion, conservation, and human welfare. 

6) Learning of the great documents of freedom. Knowing that the Constitu- 
tion guarantees our freedom. Appreciating that freedom is secured at great 
cost and sacrifice. 

7) Learning of the extension of the privileges of democracy to more and more 
persons. Studying the development of state and national agencies for health, 
safety, and protection of citizens. 

8) Studying the growth of the nation with emphasis upon ways of living in 
colonial times, the birth of the nation, the Westward movement, War 
between the States, and so forth. 

9) Various historical elements related to units of study such as those listed in 
point 9 under grade four. 


GRADE SIX: 

1) Learning how people of long ago have enriched life today. Studying progress 
in science and medicine; learning the effects of inventions and discoveries 
on ways of living. Growth of the arts; struggles of men for freedom. 

2) Studying the cultural impact of early settlements—the Indian and Spanish 
influence in Latin America, or the French and English influence in Canada. 

3) Studying the history of trade and commerce. Learning how world systems 
of transportation and communication developed. Learning how man has 
overcome physical barriers. 


4) Learning about the history of countries studied in social studies units— 
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the ancient civilizations of Mexico, Egypt, the Orient, or Central America. 
Famous men and women of the countries studied, past and present, as well 
as the history of the country’s customs, its early inhabitants, its races, and 
national heroes. 

Studying how early man struggled to solve his problems of living. Learning 
of the migration of peoples and the reason for such movements. 


GRADE SEVEN: 
Studying the historical development of the home state. Similar to sugges- 
tions listed under grade four, but at a more complex level. 
Learning that present-day civilization is built upon the contributions of 
others—contributions of past civilizations. 
Learning that men lived in groups very early in recorded history; studying 
the emergence of modern nations. 
Discovering present-day problems which have had their origins in Old 
World conflicts and struggles, such as trade problems, immigration, lan- 
guage barriers. 
Learning of the traditions that affect family life—ancestral ties, religious 
beliefs, attitudes. Studying the history of one’s own family—its migration 
and settlement in this country. 
Learning how history and customs affect the lives of people living in the 
country in modern times. 
Studying historical elements associated with regular units of study, such as 
evolution of various forms of government, growth of concern for the indi- 
vidual, history of trade, commerce, conservation, money, and so on. 


GRADE EIGHT: f 
Historical elements in the eighth grade almost universally deal with the 


growth and development of the United States as a nation. The program of 
instruction might include such things as: 


al) 
2) 


Exploration, settlement, and expansion of the United States. 

Change from rural to industrial economy and its accompanying effect upon 
life. 

Outstanding leaders of the United States in politics, statesmanship, sci- 
ence, the arts, industry, labor, medicine, and human welfare. 

Growth of the United States from a small rural nation to a major world 
power. 

Growth of democracy in the United States. 

Rise in the standard of living. 

The growth and development of business and industry. 

Growth of the United States along cultural lines. 

Increase in the interest of the government in the welfare and protection 
of all citizens. p 
Historical development of such social functions as transportation, com- 
munication, distribution, recreation, education, conservation, religious 
expression, and consumption in the United States. 
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Procedures in Teaching Historical Elements 


THE spark which vitalizes history teaching and makes it interesting 
and meaningful to children must be struck by the classroom teacher. Most 
elementary teachers are not historians although they must approach their 
teaching with the enthusiasm and scientific point of view of the historian. 
It is the teacher's responsibility to build an interest, appreciation, sym- 
pathy, and understanding of historical materials. In addition, he serves in 
the role of an interpreter of history. To do this, the teacher will find a good 
background of historical information helpful in giving him confidence, and 
an energetic approach to the teaching task will reflect itself in the enthu- 
siastic reactions of the children. 

Early contact with historical material should be interesting, enjoyable, 
and satisfying for the child. Exciting experiences with history at an early 
age will help keep the child receptive to subsequent contacts he has with 
it. Chase has expertly put his finger on what history should mean to boys 
and girls when he says: 


To a ten-year-old, history can be tramping the wilderness with Daniel 
Boone, raising the flag with the Marines at Iwo Jima, living with seventy- 
five others ’tween decks on the Mayflower in the long voyage across the 
Atlantic, riding with Paul Revere through the night to Concord town, and 
floating down the Mississippi with Pére Marquette. It can be an Indian 
watching the Santa Maria and her sister ships drop anchor, climbing the 
heights of Darien with Balboa, surveying with Washington in virgin ter- 
ritory, imprisonment by Indians with Captain John Smith, and traveling 
under the North Pole in a nuclear-powered submarine. It can be seeing 
new homes rise one by one in Jamestown, tasting buffalo meat on the trek 
by covered wagon across the western plains, smelling exploding gunpowder 
in many a French and Indian battle, feeling cold water rise to one’s armpits 
in Arnold’s march to Quebec, and hearing the great peal of the Liberty Bell 
on that First Fourth of July.! 


People have difficulty understanding history because they seem not to 
be able to identify themselves with the past. This is especially true of 
young children. Historical figures such as Washington, Lincoln, arid Frank- 
lin are so far removed from the child that he is likely to think of them 
in much the same way he thinks of storybook characters, or as he thinks 
of fairies, angels, or the Deity. The child has difficulty casting historical 
personages in the role of human beings who once lived and faced many 
of the same problems people living today must face. It is because one 


TW. Linwood Chase, “American History in the Middle Grades,” Interpreting 
and Teaching American History, 31st Yearbook, Washington, D.C.: National Council 
for the Social Studies, 1961, p. 342. 
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identifies with the past that he experiences an inward fecling of excite- 
ment when he views original historical documents such as the Constitution 
or the Declaration of Independence. Such experiences just for a moment 
tend to link one with the past and give him some means of associating him- 
self with it. A good social studies program in the elementary school will 
help the child build these bridges or links with the past through a series of 
planned experiences. The following are only a few examples of activities 
which may be helpful for this purpose. 


OPPORTUNITY TO EXAMINE AND HANDLE OBJECTS 
OF HISTORICAL SIGNIFICANCE 


Children are intensely interested in objects of historical significance, 
particularly if they may examine them closely and handle them. Items out 
of the past which will be helpful in teaching are such things as these: 
newspapers, letters written during the Civil War or the Gold Rush, a 
canteen used by a solider in an early war, a slave contract, a family Bible, 
deeds, photographs, church membership rolls, school records, a hymnal, 
branding irons, and others. Children, themselves, may bring items of this 
type to school to share with their classmates. Such objects may have 
some monetary value and a considerable sentimental value and must be 
handled accordingly. If some particular item is highly valued, it is best 
for the adult owner himself to bring it to the school to show the children 
and tell them of its significance. Occasionally, in the collection of his- 
torical realia, some child will bring old firearms to school. These may be 
extremely dangerous and, if brought at all, must be handled with utmost 
caution. 

Some teachers like to start their social studies units by allowing chil- 
dren to examine objects of this type which are displayed around the room. 
Then the children are brought together for a discussion of what they ob- 
served, Discussion will be stimulated by such questions as these: What 
do you suppose this object is? How was it used? Do we still use it today? 
Why did it have to be made of iron? How do you suppose this object 
was kept through the years? How old is it? Where was your family when 
this article was made? Such discussion will give rise to many questions 
which the children have. These will serve to give the pupils purposes for 
finding out more about the topic under study. 

In addition to historical realia which may be brought to the classroom, 
or those which may be in a school museum, the teacher should look into 
the permanent museum resources of the community. Most larger commu- 
nities maintain museum exhibits of historical materials significant to the 
local community and state. School groups are always welcome to make 
visits to local museums and are frequently taken on guided tours through 
the exhibits. Some museums change their displays from time to time and 
will gladly furnish schools with information concerning current exhibits 


COURTESY ST. PAUL PUBLIC SCHOOLS 


These pupils are visiting a log cabin school at the Historical Society Museum. Local 
community resources are valuable aids in teaching historical material, 


upon request. These resources present invaluable opportunities for the 
teaching of historical elements and need to be used extensively. 


OPPORTUNITIES TO TALK WITH OLDER PEOPLE 
OF THE COMMUNITY 


This procedure presents another excellent means of helping the 
child establish contact with the past and works on the “shake the hand of 
the man who shook the hand of Callahan” principle. Children are fasci- 
nated when old-timers talk of their exciting experiences in the early com- 
munity. They are surprised and electrified by the thought that the person 
now speaking to them knew someone who heard Lincoln speak or shook 
Mr. Lincoln’s hand. These experiences make real people out of historical 
figures and remove them from the realm of myth and unreality. 

Almost every community has one or more persons who have devoted 
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a substantial amount of time to the study of local history as a hobby. 
These individuals are excellent resources for the classroom teacher, not only 
in their personally speaking to the pupils but to direct the teacher's 
attention to other resources which might otherwise be overlooked. To 
catch some of the enthusiasm and interest which such persons ordinarily 
have for history is, in itself, a valuable experience for both the teacher 
and the pupils. 


USE OF HISTORICAL FILMS AND RECORDINGS 


There are a number of films and recordings dealing with historical 
incidents and personalities which can help the child place himself in the 
setting of the historical period under study. These may be biographical 
sketches of persons or an authentically portrayed reproduction of an his- 
torical incident. The reader is referred to pages 111 and 112 for a listing of 
such films and recordings. School of the Air broadcasts commonly include 
programs of this type and may be available to the teacher on tape record- 
ings for use when needed. Through these mediums the child can at least 
for the moment identify himself so strongly with the portrayal that he 
shares the anxieties, fears, joys, and disappointments of the historical 
figures. The popularity of this type of program in television and commercial 
movies attests to its appeal to children. Schools should not fail to use these 
excellent mediums for the teaching of historical concepts. 


READING MATERIALS 

Well-written, vivid books and stories of historical nature have great 
value in helping children identify with the past. Children do this when 
they become “lost in a book.” In the vivid accounts of the adventures of 
early explorers, the child relives the perils, dangers, and excitement of 
Lewis and Clark, the disappointments and trials of Abe Lincoln, the 
hazards of a trip across the Western plains, or the rugged winters of Wis- 
consin, Such books as found in the Makers of America Books, Signature 
Books, The Life Stories of Great People, and Landmark Books are good 
examples of the high quality material now available for this purpose. As 
a first step in the improvement of teaching historical elements, the school 
should build up its library in the field of national, state, and local history 
with interesting books, magazines, newspapers, documents, and photo- 
graphs. Local and state historical societies are usually willing and able to 
furnish help in the way of suggesting book titles and, in some cases, pro- 
viding the material itself at a reasonable cost. It is significant to note that 
studies have shown history to be one of the least liked subjects in school, 
and yet some of the best selling books of our times have had historical set- 
tings. Adults as well as children enjoy reading historical material. It is 
unfortunate that teaching procedures have not capitalized on the basic 
interest which people seem to have in their past. 
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UTILIZING INTERESTING PROJECTS AS A PART 
OF THE INSTRUCTIONAL PROGRAM 


In addition to the learning activities which are planned specifically 
to help the child build psychological bridges with the past, the teaching of 
historical elements in the elementary school should be characterized by a 
variety of other activities. In this way the child finds that historical mate- 
tial comes alive for him. The following activities are examples of only a 
few which have been used successfully by elementary teachers: 


Collect and exhibit old photographs which show the history of the com- 
munity. 


Collect and try pioneer recipes, learn folk dances, investigate local cultural 
contributions of various nationality groups. 


Write items of local history for the school paper or for the local newspaper. 
Write biographical sketches of early settlers in the community. 
Investigate the history of some important old buildings in the community. 


Trace the history of some local industry such as mining, manufacturing, or 
lumbering. 


Make models or sketches of oxcarts, prairie schooners, canoes, spinning 
wheels, or other pioneer equipment. 


Paint a mural of some aspect of the history of the local community or state. 


Write and present a pageant telling the story of some aspect of local, state, 
or national history. 


Collect songs of various periods of history and present a costumed recital of 
them. 


Make a model of the town as it looked fifty, seventy-five, or one hundred 
years ago, or a diorama of life in the town at some such time. a 


Make a topographical or relief map of the local area indicating points of 
historical significance. 


Use historical setting for creative dramatics activities. 
Make pictorial time lines tracing periods of national, state, or local history. 
Prepare bulletin boards and other exhibits having an historical theme. 


Write, plan, and prepare short plays or presentations in connection with 
holiday observances. 


ORGANIZING LOCAL CHAPTERS OR CLUBS WHICH ARE 
AFFILIATED WITH STATE HISTORICAL SOCIETIES 


Many state historical societies have junior memberships and encour- 
age school age children to establish junior historian clubs in their class- 
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rooms. The parent organization provides many suggestions, a history maga- 
zine prepared for children, and other instructional material which the 
class will find interesting. A letter of inquiry to the state historical society 
will bring information relative to the nature of such organizations in the 
various states. 


Holiday Observances 


some of the most satisfying and long-remembered experiences chil- 
dren have in the elementary school are those which are associated with the 
observance of holidays. Some of these are out-and-out “fun” days such 
as Halloween and Valentine’s Day; others such as Christmas and Easter 
have religious implications; while others have historical significance. Many 
schools and states require observance of school holidays as well as days 
such as Columbus Day, Washington’s and Lincoln’s Birthdays, Thanks- 
giving, Veteran's Day, Memorial Day, and others of import to the local 
community and to the state. While school programs in connection with 
the observance of such historical holidays have frequently been guided 
more by fancy than by historical fact, these situations, nonetheless, do 
present excellent opportunities to do some good teaching of historical ma- 
terial. 

The basic considerations in teaching historical concepts in connection 
with holidays ought to be accuracy and authenticity. The use of stories, 
dramatizations, and other activities which exaggerate and extol the virtues 
of certain national heroes beyond their truthfulness is a questionable teach- 
ing procedure. This leads children to believe that such figures were some 
special type of “Superman” rather than human beings just as are the great 
men of our time. Furthermore, the child may believe that the great leaders 
of contemporary America are less capable than those of early America. T his 
fype of thinking is unrealistic. Many of the stories surrounding the birth 
of the nation, the lives of Washington, Betsy Ross, as well as the lives of 
other pioneering Americans are totally inaccurate and entirely fanciful. 
Others fall into the categories of folk tales and legends and may, of 
course, be used with elementary school children providing they are 
taught as folk tales and legends and not as historical fact. Even the well- 
known cherry tree story of Washington might be used with young chil- 


dren, not as an account of historical fact but rather as a legend which 


represents Washington as a man having the qualities of honesty and 


truthfulness. But the teacher should always separate and point out those 
elements which are fiction from those which are fact. 

The chief contribution which holiday observances can make to the 
education of the young child is to acquaint him with his rich sale 
heritage and help him grow in his appreciation of it. With or in min ; 
the teacher may plan a short unit relative to the holiday, keeping the 
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content simple but truthful. Commonly such short units have as their 
culminating activity a dramatization which is shared with another room. 
‘These activities have value insofar as they are accurate portrayals and the 
emphasis is on the basic learnings involved rather than putting on a good 
show. If the teacher does not plan to devote more than a class period or 
two to such an observance, the reading of an appropriate story or poem, 
followed by discussion, can be a profitable experience for the class. Fol- 
lowing the reading of a story, poem, or short play, the children may par- 
ticipate in a suitable follow-up activity such as drawing, painting, singing 
a related song, writing an original poem or story, listening to a recording; 
or they may use the story for creative dramatics. This is also an appro- 
priate time to view a film dealing with some aspect of history related to 
the holiday or listen to a recorded dramatization of an historical event. 
In this same connection the teacher may discuss with the class the sig- 
nificance of a classroom picture or a symbol such as the flag, the Dec- 
laration of Independence, the Constitution, or the national anthem, The 
amount of time spent on activities of this type ought always to be weighed 
against their value as educational experiences. There seems little justi- 
fication in spending the entire month of December preparing for the 
Christmas pageant or the entire month of February celebrating George 
Washington's birthday. 


Helping Children Understand Time Concepts 


ONE of the most difficult aspects of teaching historical material to 
children is their inability to handle concepts of time. The young child in 
the primary grades deals almost entirely in the here and now. His birthdays 
seem a long way off; Christmas seems never to come; his mother and 
father are “old” people. He is interested in what will happen this after- 
noon, tomorrow, or today after recess. Anyone who has traveled with young 
children knows how endless the time seems to them and knows how 
frequently they ask “Aren’t we there yet? How many more towns?” 

The development of time concepts is a gradual growth process extend- 
ing over a period of several years. The understanding of time in the his- 
torical sense represents a fairly mature level of dealing with time and, 
therefore, is not expected of young children. The development of time 
concepts for children in the elementary school should begin with time 
situations which are within the realm of experience of the child. Children 
should be given help in learning to read clock time, understanding refer- 
ences to the parts of the day, days of the week, months, seasons, and the 
year. While primary-grade children may make statements about things that 
happened “a hundred years ago,” they have no comprehension of the real 
meaning of such an expression and simply use it as an indefinite reference 
to something that happened in what seems to them a long time ago. 
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The child will establish his framework for time relationships gradually 
by relating events to his own personal experiences. Rather than saying 
something happened two years ago, the young child is likely to say, “That 
happened when we were in first grade,” or “I had measles after we came 
back from Florida.” The child is now thinking not only in the immediate 
present as he did earlier, but is beginning to recall the past and project 
himself into the future. Moreover, he is beginning to relate himself to 
events that occurred in the past. His historical time sense is, therefore, 
beginning to take form and it will grow and increase as he matures. 
Meanwhile the child is learning a number of date-event relationships in 
connection with holiday observances and in other incidental ways. These 
are not understood by him at this time but will aid him in establishing 
points of reference as he matures. He is also extending his understanding of 
the vocabulary of time expressions. 

‘The placing of related events in chronological order requires consider- 
able maturity and, except for those events within the child’s own experi- 
ence should not be expected of children below fifth or sixth grade. The use 
of time lines in the upper grades may be helpful in teaching the extent of 
time separating one historical event from another. They must, of course, 
be accurately drawn and are more effective if events are represented pic- 
torially. Research on this problem would seem to indicate that the use of 
time lines below sixth grade is questionable. 

Teachers in the upper grades who teach units dealing with aspects 
of American history should devote a sufficient amount of instruction to 
clarification of time concepts, particularly the time separating one his- 
torical event from another. ‘Textbooks may be confusing to the child in 
this respect since the long periods of discovery, exploration, and settlement 
of the New World may be condensed in the first fifty to seventy-five pages 
of the text. The remainder of the book deals with the time since the 
American Revolution. The child inadvertently regards the book itself as 
something of a time line and assumes the earlier period to be much shorter 
than it actually is. Much confusion results in the minds of the children; 
many have the original settlers of Jamestown and Massachusetts doing 
battle against the British at Lexington and Concord. History teaching 
would unquestionably be more intelligible to youngsters if a greater teach 
ing effort were directed toward clarifying time concepts commensurate 
with the developmental level of the child. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


believe it is possible to include historical elements in a meaning: 
vy fl ‘a in pen orl studies units which are taught in the clementary 
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school? Select some topic which might be suitable for unit study and show 
how historical elements could be included. 


2) What reasons can you give for the general unpopularity of history as a 
school subject? What do you understand by the term “vitalizing” history 
teaching? Can you suggest some ways this might be accomplished? 


3) What are some ways maps and globes can be used in teaching historical 
materials? Construct a map which might be used with middle-or upper- 
graders portraying something of historical significance. 


4) Plan a legitimate holiday observance for a grade in which you have a 
special interest. Identify popular misconceptions surrounding some of the 
historical holidays. 


5) Is there any justification for having legislative requirements for the teach- 
ing of national holidays? What are some of the advantages and limitations 
of such a procedure? 


6) How can biographical materials be of use in teaching historical elements? 
Examine and list some of the widely used biographies of famous Americans 
which are published for use by elementary school children. 


7) Develop a bibliography of books dealing with historical material to be 
used by children in a grade you plan to teach. 


8) Develop and present to the class one or more of the activities suggested on 
page 312 of the text. 


9) Do you believe there are special problems needing careful handling in 
the case of the celebration of Christmas when there are Jewish or other 
non-Christian children in the class? What are some ways this might be 
handled without being offensive to these groups? Is it possible to eliminate 
the observance of Christian holidays such as Christmas from the public 
schools? Would this be desirable? 


10) What are some of the uses and variations of time lines? Construct one 
type of time line and demonstrate to your class how it could be used iñ 
clarifying some time concept for children. 
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CHAPTER 13 
Elements from Complementary 
Social Sciences 


Through the years the two subjects—geography and history—have 
been the big contributors of subject-matter content to elementary social 
studies programs. Great faith has been placed in these subjects as vehicles 
for achieving the goals of the social studies. Along with them, civics was 
usually included at the upper-grade or junior high school level. The term 
“civics” is not in such common use nowadays as it once was, but it is a 
subject dealing with the structure of government and the responsibilities 
and duties of citizenship. Gradually, as schools moved first toward fusing 
history and geography and then to the unified concept of social studies, 
other social sciences began contributing more heavily to the subject-matter 
content of the social studies. Thus, while history and geography still make 
major contributions to elementary social studies, one also finds in today’s 
programs elements of political science, economics, sociology, and, to a 
lesser extent, social psychology, anthropology, and philosophy. We shall 
refer to these as complementary social sciences because they are needed 
to round out or complete the social studies program. They should not be 
considered as supplementary, since the content they contribute is a vital, 
necessary, and an integral part of a unified approach to social studies teach- 
ing. 

It would be a mistake to think of the complementary social sciences 
as being presented as separate subjects to elementary school children. The 
idea of teaching political science, economics, or sociology to third-graders 
seems a bit absurd; and so it is if we think of these subjects in the adult 
sense. But at early levels, children study topics and problems which 
contain rudimentary ideas and concepts which relate to these disciplines. 
When primary-grade children leam about the need for rules in orderly 
living, they are beginning their study of government; when ‘they study 
occupations in their community, they are scratching the surface of eco- 
nomics; when they study the local community and its institutions, they 
are being introduced to sociological concepts. At the secondary school 
level, one sometimes finds separate courses in these subjects, but even 
there they are not common. At the elementary level, one could say they 
are rarely, if ever, taught as separate subjects. 

Since elements from the complementary social sciences might become 
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a part of many social studies units anyway, the reader might ask why 
bother about them at all. The teacher will teach the relationships as they 
become apparent, and whether or not they are identified with particular 
disciplines is irrelevant. True enough, but often teachers are not aware 
of the excellent possibilities for teaching concepts from the complementary 
social sciences which inhere in many social studies topics. Once the teach- 
ers’ attention is drawn to the opportunities for emphasizing such relation- 
ships, they can more adequately plan to include them in their unit studies. 
In most cases, units can be expanded to include basic understandings from 
several of the social sciences, and this can be done in a natural and 
functional way as the class develops the unit topic. 

Another reason for concern about beginning work in the complemen- 
tary social sciences is that they are vitally important to citizenship, and 
early contact with their basic concepts, however simple, is important in 
the child’s understanding of them. Schools which produce youngsters who 
truly excel in some endeavor begin their instruction in such an area of 
study at an early age. For example, districts which have outstanding high- 
school music performance groups have intensive music programs in the 
elementary schools. The same applies to art programs, athletic programs, 
or academic programs. If this principle applies in other areas of the 
school curriculum, it undoubtedly applies to the social studies as well. 
If educators hope that pupils will gain a knowledge of basic concepts 
drawn from the various social sciences, they must lay a substantial founda- 
tion for such learnings in the elementary school. Moreover, this must be 
done in a planned, orderly fashion rather than hoping that it will come 
about by a series of happy accidents. j 

A further reason for including elements from the complementary social 
sciences is that many problems cannot be explained in terms of history 
and geography alone. In fact, if only history and geography are used to 
explain social phenomena, the explanations are probably inaccurate. We 
have seen this happen in the case of geography, for example, when teach- 
ers attempt to show that, because of geographical conditions, certain G 
of living develop. As we make careful studies of people of the pa k 
whether they are people in the local community or those of a faro 
land, we see them engaging in certain basic social activities: 
economic activities—producing; distributing; transporting; consuming; pro- 

tecting and utilizing resources. 
political activities—governing; regulating the conduct of individuals and 
groups; protecting the individuals and groups. k : 
an + gs n iverse; developing ethics anı 
sar a ee Se tally ad collectively 
in foams of certain basic beliefs. 
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educational activities—teaching the language; preparing and teaching the 
young for life in the culture. 
recreational activities—engaging in play. 
family activities—bearing young; caring for children; defining roles of the 
sexes; governing sex activities. 


These basic human activities are complexly intermeshed as they operate 
in a culture. In a primitive society, for example, a hunt may be necessary 
for economic reasons (securing food), but it might also be recreational, 
educational (for the young), and it may even have religious overtones. 
In modern societies, economic, political, and educational activities are in- 
extricably interrelated. Social relations are, therefore, exceedingly complex, 
and one needs to draw on several of the social sciences if they are to be 
comprehended. 

Finally, many of the ideas and concepts from the complementary social 
sciences are a necessary part of the general education of citizens. They are 
practical, useful; they deal with ideas everyone needs to be familiar with— 
ideas about government, community institutions, basic beliefs, family life, 
using resources, and how people make a living. Therefore, these learnings 
are well suited for the general education program of the elementary school. 


Economic Education 


ECONOMICS 


Economics is the study of the production, distribution, exchange, 
and consumption of goods and services which people need or want. In a 
modern, industrialized society such as ours, with its materialistic emphasis, 
wants and needs are very great. Moreover, the processes involved in the 
production, distribution, exchange, and consumption form an interrelated 
web of relationships. So directly are individuals enmeshed in it that almost 
everything they do is, in one way or another, related to our economic sys- 
tem. Economic education concerns itself with helping pupils achieve an 
understanding of some of the basic relationships between our economic 
system and our way of life, thereby enabling them to make informed de- 
cisions on economic matters as citizens. 

The elementary program of instruction should be built around the 
four basic economic processes—production, distribution, exchange, and 
consumption. Each of these has fundamental concepts related to it which 
can be developed with pupils in the units studied. These concepts can be 
included in most, if not all, of the unit studies undertaken. There may be 
times, however, when particular units are selected because they have special 
usefulness in developing economic concepts. Units on the market in the 
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primary grades are of this type and ordinarily focus on the distribution 
of needed goods. 


PRODUCTION 


Our high standard of living is quite directly related to our ability 
to maintain high production consistent with consumer needs and buying 
power. This is a basic concept in understanding our economic system. 
High production means jobs for workers. Continued employment provides 
workers with money to buy goods and services or to save and invest, re- 
sulting in an increased need for goods and expanding economic growth. 
Thus, in the production process, there are three basic components which 
lend themselves to study, resources, capital, and labor. 

The following are a few examples of the types of learnings dealing with 
production which might be included in units at the first and fourth grade 
levels: 


The Farm—Grade 1 


Farms are the source of most of our food. 

Good soil is needed for good crops. 

Many people make their living on farms. 

Farmers use machines made by other workers. 

Farmers need much money for land, machinery, and buildings. 

Machines reduce the number of workers needed to run a farm. 

Good prices for farm products mean that the farmer can buy other things. 
Whether a farmer is a good farmer or a poor one is entirely up to him. 
Good farmers try to increase the amount of food they produce. 

The farmer owns his own land or rents from someone else who owns it. 


The Home State—Grade 4 


Natural resources are soil, water, forests, minerals, wildlife, and places of 
natural beauty. 

People use resources of a state to make their living. 

Some states are more favored with resources than are others. 

The number of people a state can support depends upon its resources and 
how well they are developed. 

State conservation departments are organized to protect the resources of 
the states. 

Privately owned companies develop the resources of a state. 

States encourage business to invest money in their states. 

State laws protect resources and their use. 

States regulate conditions of labor, such as safety, working conditions, wages 
and hours, etc. 

States protect consumers in the production processes. 

Man has learned to use the resources of nature for power to do work. 
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Through the use of power to do work, man is able to produce much more 
than he could, using only human power or animal power. 


DISTRIBUTION 


In earlier times, distribution of goods was less complicated than 
it is today because the demand for goods was less than it is now, and 
because producers and consumers were closer to each other. In an agrarian 
society, consumers often dealt directly with producers. The craftsman 
not only made a product but maintained his own store where his goods 
were sold. Today all this is different. Our needs are such that we draw 
upon the resources and products of the entire world. Consumers and 
producers are widely separated by a great number of middlemen in the 
way of shippers, handlers, wholesalers, retailers, and others. Behind the 
can of beans at the supermarket stands a multitude of workers who were 
tesponsible for getting the product within easy reach of the consumer. 
In the process of distribution are involved such concepts as packaging, 
advertising, shipping, storing, wholesaling, and retailing. 

The following are a few examples of the types of learnings dealing with 
distribution which might be included in units at the second and fifth 
grade levels: 


The Neighborhood Shopping Center—Grade 2 


Almost every service and all goods needed for living are available to us at 
local shopping centers. 

Goods from all over the United States and from many parts of the world 
are found in the shopping center. 

Many people make their living by getting goods from the producer to the 
consumer, 

Retailers get the goods they sell from wholesale houses. 

Everyone who handles the goods in getting them to us deserves to, and does, 
get paid for his work. 

Advertising tells us about products which we might want to buy. 

Goods are brought to the store by ships, planes, railroads, and trucks. 

The cost of bringing goods to the store is included in the price of the article. 

There are many steps between the production of goods and their placement 
on the store shelves. 

The retail store can buy its goods cheaper than the consumer because it 
buys in large quantities. 

The more people who handle the goods, the higher will be the cost to us. 

It is easier for us to go to the store to buy things than it would be for us to 
deal directly with the producer. 

Goods often have attractive labels so they will be easier to sell. 


1In economics, the concept “distribution” may apply to the distribution of income 
or wealth, or more commonly, to the processes related to the getting of goods from 
producers to consumers. The latter meaning of the term is the one developed here. 
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Labels tell who made the goods; and in the case of packaged goods, the 
contents and weight. 

Prices for the same goods are not always the same in all stores. 

Some stores give better service to customers than others. 

Stores have big expenses in heating, lighting, paying help, and paying for 
store furnishings. 

In order to sell their goods, stores advertise their merchandise. 


Machines Change Ways of Living—Grade 5 


Much of the goods we use must be processed before it is possible for us to 
use them. 

Factories produce goods in great quantities, and they are stored until they 
are sold. 

Men have developed ways of keeping perishable foods for long periods of 
time. 

Modern equipment and rapid transportation make it possible to get goods 
to us from faraway places. 

We need a wide variety of goods available so we can exercise choice in our 
buying. 

Advertising has both beneficial and detrimental aspects. 

All costs of distribution, including advertising, are included in the cost of 
items to buyers. 

Modern methods of transportation make it possible to locate factories in 
places with conditions favorable to industry. 

Small, light-weight goods can profitably be shipped farther than large, 
heavy ones. 

Factories manufacturing large, heavy goods try to locate near their markets. 

Certain places grew up as distributing and trading centers because of their 
strategic location. 

A tremendous volume of goods must come into a large city each day to take 
care of the needs of its people. 

Much of the handling, packaging, and shipping processes which were for- 
merly done by hand are now done by machines. 

Scarce goods, or goods which must be shipped a long way, usually com- 
mand higher prices. 

Trade with foreign countries helps us get goods we do not make ourselves or 
which we do not make as well or as cheaply as they do. 


EXCHANGE 


Some differentiation of labor is an old social phenomenon and is 
found in all societies, including nonliterate ones. With the growth of the 
industrial society, however, a high level of specialization in the work 
people do has developed. Instead of everyone making his own shoes, 
furniture, clothing, and other necessities for living, particular persons 
specialize in the making of some goods and do not concern themselves 
with the making of others. This means that if everyone is to get the things 
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he needs or wants, these specialized workers must exchange their goods or 
services. Originally, this took the form of barter, exchanging goods for 
other goods. Gradually men developed mediums of exchange, such as 
money, which is used almost universally today. The process of exchange 
deals with such concepts as division of labor, specialization, and mediums 
of exchange. 

The following are a few examples of the types of learnings dealing 
with exchange which might be included in units at the third and seventh 
grade levels: 


Money—Grade 3 


We use money to get most of the things we need. 

People earn money by the work they do for a living. 

Money comes in different denominations; it is necessary to know how to 
count money correctly. 

What we buy must be determined by the amount of money we have to 
spend, 

Most families do not spend all of their money but save some of it for 
emergencies. 

Goods that cost the same amount of money may vary in quality. 

People usually give first priority in buying to necessities rather than to 
luxuries. 

People cannot always afford to buy the things they desire. 

Communities and governments have need for money; this is obtained 
through taxes. 

Not everyone has the same amount of money to spend for things. 

In early times, people traded with one another, rather than using money. 

Many systems of money have been used by man; each country has its own 
money system. 

Money can be made only by the government of the United States; places 
where money is made are called mints. z 

Money itself has no value; its power to buy things is what makes it valuable. 

There are many things that money cannot buy. 

Banks provide a safe place to keep money; they also provide many services 
to people in a community. 

Not everyone does the same kind of work for a living. 

We depend upon others for most of the goods and services we need. 


People are willing to pay a fair price for goods which are well made or for 
good service. 


World Trade—Grade 7 
Industries of the United States need raw materials from many parts of the 
world. 
Places that specialize in some product can usually make it of better quality 
and more cheaply than other places. 


Many geographical discoveries were the result of man’s seeking new trade 
routes. 
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The interdependence of peoples of the world makes exchange and trade a 
necessity in the modern world. 

The only communities which are self-sufficient are extremely primitive and 
backward ones. 

Since we produce more goods than we can use, we need to have foreign 
markets for our goods if we are to maintain a high level of employment. 

Goods systems of transportation are needed to handle the exchange of goods. 

The business of exchanging and trading goods provides work for many 
thousands of the world’s peoples. 

The flow of trade must be two ways; a nation must be able to sell its own 
goods in order to pay for those it imports. 

Sometimes countries place barriers to trade called tariffs. 

Several countries of the world have formed trade unions in order to de- 
velop better trade relations among themselves. 

Greater travel has increased peoples’ wants and desires for things from 
other parts of the world. 

Wherever one goes in the world, he will see goods which bear the label 
“Made in the U.S.A.” 


CONSUMPTION 


Such callous disregard for consumers as is apparent in the “then 
let them eat cake” response to the public’s need for food, which is alleged 
to have been made by Marie Antoinette in the 18th century, is not sanc- 
tioned under our economic system at the present time. In general, the 
economic policy of the United States is that those who contribute to 
production should share in its benefits. Theoretically at least, the consumer 
exercises great power. Competitive producers present him with a wide 
variety of alternatives from which to select the things he wants or needs. 
It is then up to him to exercise a free choice in the things he will buy. 
Presumably, he weighs the alternatives carefully and selects the goods 
Which will give him the most for his money. Items which are of poor 
quality, priced too high, or of no use are avoided; those which are of good 
quality, are priced fairly, and do what they are supposed to do have high 
sales. On this basis, some businesses flourish and expand; others do not. 
Producers compete among themselves to give the consumer the best 
possible product at the lowest possible price. 

Needless to say, decisions to buy or not to buy are not always made as 
objectively and as carefully as has been described here. The consumer is 
confused in making his decision because of conflicting advertising claims, 
the prestige and status values of certain commodities, and other factors 
affecting consumer motivation. Oftentimes persons buy things for rea- 
sons other than the actual use of the articles. Many opportunities for fraud 
and misrepresentation are inherent in this system; thus, some system of 
consumer protection is required by government or by private agencies. In 
general, the system has worked well for the American consumer. Consump- 
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tion concerns itself with such concepts as advertising, needs and desires of 
consumers, competition, and protective agencies, both governmental and 
private. 

The following are a few examples of the types of learnings dealing with 
consumption which might be included in units at the second and eighth 
grade levels: 


Why Do We Buy The Things We Do?—Grade 2 


Families need to buy most of the things they must have for everyday living. 

Stores advertise the things they have for sale. 

Shoppers usually try to get the best buys. 

Stores advertise in newspapers, on the radio, on television, and by using 
signs. 

Some of the things we buy we really do not need, but they are fun to have 
and we buy them for enjoyment. 

When we have money to spend, we usually spend it on the things we really 
need first. 

Not all stores charge the same prices for the same things. 

The government checks to see that the stores’ scales are correct. 

Advertising makes us want some things that we may not need. 

We buy certain foods instead of others because they are more healthful. 

Products are sold in a variety of quantities, such as by the pound, quart, 
gallon, yard, ounce, dozen, etc. 


Standards of Living—Then and Now—Grade 8 


Buying involves choice-making; one must learn to make wise choices in the 
things he plans to buy. 

Advertising can be both helpful and harmful to the buyer. 

Advertising is controlled by the government; it is against the law to make 
false advertising claims. 

Price is not necessarily an indication of the value of an article. 

Labels on articles legally must include certain information. 

Most people face the problem of wanting more than they can afford to pay 
for. 

The buyer owes it to himself to get the best buy he can. 

Advertising, labeling, and packaging are done in such a way as’to make the 
product attractive to the buyer. 

Attractive labeling and packaging has nothing to do with the quality of the 
product inside the package. 

Because our needs and wants often exceed our resources, we must plan and 
budget our personal financial affairs carefully. ‘ 

Before making major purchases, one should get as much reliable informa- 
tion as necessary in order to make a wise choice. 

Both the government and private agencies protect the buyer from fraud, 
but the buyer must also protect himself by buying carefully. 
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If these learnings and others like them are to be included in units, they 
will have to be developed in ways which are educationally and psycho- 
logically sound. Telling them to the pupils or lecturing about them is 
not likely to be very effective. Pupils will need to work on problems of 
which these learnings are a part, and in the process of study, the economic 
understandings are developed. Economics is a dynamic and changing social 
science; therefore, it is better to focus instruction upon basic principles 
rather than on specific data at this level. For example, rather than teach 
children what to look for in buying a pair of shoes, it is better that they 
learn that if one has holes in his shoes and has only ten dollars to spend, 
he should buy shoes rather than roller skates. 

A considerable amount of material is available to the teacher to aid him 
in teaching economic concepts. Perhaps the best source of such material 
is the Joint Council On Economic Education, 2 West 46th Street, New 
York 36, New York. From this source the teacher may secure sample units, 
scope and sequence charts, background information, and other teaching 
materials. Teaching aids are also available from many business firms, the 
Better Business Bureau, the Chamber of Commerce of the United States, 
and others. 


Civic Education 


POLITICAL SCIENCE 


Of all the great issues of our times, none is of greater import to 
us than the ideological and political struggle between totalitarian and 
democratic concepts of government. Individual citizens react differently to 
this conflict. Some ignore it or are hardly aware of its existence. Others 
become irrational in their attitudes and actions and imagine dangers where 
none exist. Still others are aware of, and informed about, the issues but 
minimize the danger and ridicule the seriousness of them. Many are genu- 
inely concerned because they sense that the freedom for which man has 
struggled for so long and so hard is in grave danger. International com- 
munism has stated its goals clearly, and people in the free world have 
learned to take it at its word on matters of this kind. To ignore the 
real danger that exists to freedom, or to minimize it, could result in disas- 
trous consequences for the free world. 

Quite aside from the issue of communism, however, the need for 
a knowledge of one’s government is essential to the practice of good 
citizenship. Liberties and rights are of little value if they are not exercised. 


Democratic processes place heavy responsibilities upon individuals, and 


representative government cannot work well unless individual citizens, or 
a substantial number of them, can measure up to this great task. If the 
United States is to protect and maintain its freedoms and the right to 
self-government, the citizens must know their political institutions and 
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how they function; they must also face up to the responsibilities and 
duties which are a part of a representative government such as ours. 

Children need school experiences which familiarize them with the 
techniques of democratic procedure and which help them develop a deep 
appreciation of the liberties enjoyed by citizens of this nation. Such ap- 
preciations and skills can hardly be built on a foundation of ignorance, 
Thus, the school program needs to begin early in helping the child under- 
stand some of the basic concepts related to our political system. Accom- 
panying the development of such understandings, the child should be given 
practice in using his knowledge in the regular work of the class and the 
school. Rarely does a greater challenge present itself to the teacher. The 
American elementary school is not only the lifeline of our democratic 
republic, but its guardian as well. 

With what has been said thus far, most would agree. Difficulty arises, 
however, about the procedures and the means of achieving the desired 
understandings, attitudes, and skills. Occasionally, one finds schools which 
approach the teaching of patriotism with a zeal not unlike that of a 
college pep rally, and unhappily, go about it in somewhat the same way. 
Their programs are characterized by such activities as the learning of a 
few emotionally charged facts, the memorization of a few memorable 
expressions (“Give me liberty or give me death”), the drawing of “pretty” 
flags or Liberty Bells, a school essay contest on a subject which arouses 
strong feelings, the singing of patriotic songs, and putting on PTA pro- 
grams which have patriotic themes. Such activities are partially justified 
on the basis of teaching about American political institutions and ideals 
but are actually little more than shallow expressions of patriotic symbolism. 
They are often void of any significance insofar as enhancing the growth of 
good citizenship. 

Few would deny that there is a place for teaching the child a certain 
amount of symbolism; it is a part of our culture. Perhaps activities of the 
type listed in the preceding paragraph could be used legitimately at some 
point in a school program. But when symbolism is used as the primary 
vehicle to teach about political institutions, it may actually be harmful 
since the young learner is likely to construe overt patriotic expressions and 
demonstrations as being synonymous with good citizenship. The story is 
told of one teacher who said to her class, “We will be democratic about it, 
even if I have to force you to vote!” The story is probably not true, but it 
demonstrates the kinds of ludicrous inconsistencies which develop in patri- 
otic programs which are lacking in sound basic objectives. 

Perhaps the best way to teach concepts drawn from political science 
at the early levels is to select those which can become a part of the 


Civic understandings, attitudes, and skills taught in the social studies can often be 
applied to other school related activities. 
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immediate life of the child. For example, primary-grade children can learn 
that when people live together they must establish and observe rules. 
When people have rules they know what they can and what they cannot 
do. Rules are made so that everyone is treated fairly. Children can un- 
derstand this because they have rules in their classroom, in their school, 
and in their homes. They can learn that grown-ups have rules, too. These 
are written down and are called laws. When people break the rules, or 
laws, they are usually punished in some way. If a person keeps on break- 
ing the law, or does something that is very harmful to another person, he 
is not allowed to live with the other people in the community. In this 
way, children learn that laws not only limit what one can do but that 
they also have a protective function. Through a series of such learnings, 
children’s concepts of rules and laws as needed for orderly living, develop. 
Naturally, such concepts are given increasingly greater depth as the pupils 
progress through the grades. For example, later in the grades, they will 
learn that rules and laws are not exactly alike; laws are more binding than 
are rules, 

The following are examples of the types of learnings and experiences 
related to civic education which would be appropriate for grades one, two, 
and three: 


Learnings 


When we live together we must have rules. 

We help make rules and then we live by them. 

In our country, everyone helps make rules; these are called “laws.” 

People obey laws because the laws are good for our community or country, 
not because it is against the law to disobey them. 

Most people obey rules and laws without being forced by policemen. 

Policemen are needed because a few people otherwise would not obey the 
law. 

Policemen work for the community and are paid by the community. 

People in our country choose who their leaders are to be. 

Our government does such things as build highways and parks; people pay 
for these through taxes. 

When we choose someone for a leader, we give him certain powers. 

Persons who are chosen as leaders must be fair to everyone, not just to 
their friends. 

We cannot have our own way in everything all of the time. 

The flag stands for our country. 

We promise to be true to our country when we say the Pledge of Allegiance. 


Experiences 


Participating in classroom planning under teacher guidance. 
Selecting temporary room chairmen, 
Serving as temporary room chairmen. 
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Saying the Pledge of Allegiance. 

Establishing room rules under teacher guidance. 

Assuming minor responsibilities for classroom housekeeping. 
Cooperating with school safety patrolmen. 

Obeying playground rules; cooperating with playground monitors. 
Serving as a representative to the school council. 

Talking with police officers. 

Singing patriotic songs. 

Assuming leadership and followership roles in small group work. 
Volunteering for jobs that need to be done. 

Listening to stories about famous Americans. 

Serving as classroom host or hostess. 


The program for building civic competence, therefore, begins in the 
primary grades with the introduction of the most elementary and funda- 
mental concepts relating to people living and working together under a 
system of order that preserves individual freedom. Great stress is placed 
on applying the learnings as they are presented. Theoretical and complex 
explanations of the structure of government are completely out of order 
at this level. The main goals are to get children to handle themselves in 
responsible ways, to see the need for order in living, to govern their actions 
with consideration for the rights of others, and to realize that the whole 
realm of human activity is based on a system of rules and laws. While 
children at this level are too immature to comprehend the meaning of 
freedom as an abstract concept, they can, nonetheless, understand it in 
terms of such activities as being able to choose their own pupil leaders 
or helping to establish some of their classroom rules. 

As pupils advance to the middle grades, more can be done in direct 
teaching of the manner in which our system of government functions. At 
this level, pupils also have greater opportunity to participate in school 
Activities which promote civic learnings. For example, they can take a more 
active part in the school council if there is one, they can serve as safety 
patrolmen or playground monitors, they can assume greater responsibilties 
for affairs within their own classroom. 

The exact concepts and learnings to be included in each of the three 
middle grades will depend upon the content of the school curriculum. 
In the fourth grade, many schools have units on the home state. Such units 
are filled with good possibilities to include civic learnings. Pupils can learn 
of the early beginnings of their state and see how its government devel- 
oped, but the teacher will need to be careful not to make the concepts 
relating to state government too difficult for children of this age. Even 
the matter of differentiating between a city, a state, and a country, for 
example, may seem quite difficult for some fourth-graders. Should the 
curriculum call for a study of communities around the world, the teacher 
should take note of the fact that all of them have some type of govern- 
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ment. Pupils will learn that governments are not all like ours, and the 
teacher will have to guard against having children make unwarranted 
value judgments about other governments. The essential learning here 
is that all peoples have some type of government, and while we would not 
choose their systems for ourselves, their governments may serve the people 
of those particular countries very well. There may be other cases, of 
course, where the teacher will want to call attention to unfair actions of 
governments, especially those which have utter disregard for the dignity of 
the human being. The likelihood is great, however, that a fourth grade 
class will not make a study of a community which has a government of 
that type. 

The following are examples of the types of learnings which would be 
appropriate at the fourth grade level: 


In our country we have several governments: the community, the state, and 
the government of our whole country. 

Our country is made up of fifty states. 

The place where the state government has its offices is the state capital. 

The head of the state government is the governor. 

All the voters in a state choose the governor. 

The people of a state choose persons to make the state laws. 

The part of the government which makes state laws is called the state 
legislature. 

In our country, people think about the feelings of others. 

People everywhere have governments; some of these are different from ours. 

We believe that people should have the right to choose the kind of govern- 
ment they want. 

Our government is based on fair play and doing what is right. 

The capital of our country is Washington, D.C. 

When our country was first formed, there were only thirteen states; the 
stripes in the flag stand for the first thirteen states. 

Each of the stars in our country’s flag stands for one of the states. 

States have mottos and symbols such as a state flag, a bird, a tree, a flower, 
a song, and a seal. 

State governments have much to do with our everyday affairs of living. 

It is important that the best people possible be chosen for positions in 
government. 

Many times people are not paid to serve in community government. 

Good citizens feel it is their duty to serve in government even though they 
are not paid for it. 


Many schools in the country include in grade five units dealing with 
the development of the United States. As this is handled in most schools, 
the emphasis is not on the political growth of the nation, nor should it be. 
Many schools still follow the emphasis recommended by the Wesley Re- 
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port; ? that is, on ways of living during the period of exploration, coloni- 
zation, and the westward movement. However, this does not mean that 
early beginnings in representative government should be ignored. Young- 
sters at this level can achieve substantial understanding of some of the 
foundations of the government of this country. They are particularly in- 
terested in and ready to learn of the lives of some of the great champions 
of American freedom. Pupils can learn some of the differences in the way 
Spain, France, and England ruled their colonies in the New World and 
relate their colonial attitudes to the kinds of governments which developed 
in each of the areas they controlled. They can learn how local representa- 
tive government grew in the English colonies and grasp simple concepts 
relating to the development of our own national government. It is easy 
to make such studies too technical and difficult for fifth-graders; ideas will 
have to be dealt with at a level suitable to the pupils. 

The following are examples of the types of leamings which would be 
suitable at the fifth grade level: 


The major European nations in Columbus’s time were ruled by kings and 
queens. 

The Indians of the New World had tribal governments. 

Many people came to the New World to gain freedom. 

One of the early documents of government in the New World was the 
Mayflower Compact. 

Early English colonies were ruled by governors. 

The colonial assemblies were important in the growth of representative 
government. 

Not all of the colonies were ruled in the same way. 

The first plan of government of the United States was based on the 
Articles of Confederation. 

Representatives from the states developed a new plan of government; it is 

o described in the Constitution. 

Laws in our country are made by Congress. 

The President is the head of our country’s government. 

The headquarters for our country’s government is in Washington, D.C. 

The President and members of Congress are elected by the voters. 

New territories can become a part of the United States as states, but states 
cannot withdraw from the Union. 

Changes which have been made in the Constitution are called amendments; 
many of them protect the rights of individual citizens. 

The Supreme Court helps protect the rights that citizens have under the 
Constitution. 


The sixth grade program affords opportunities for pupils to learn some- 


2Edgar B. Wesley, Director, American History in Schools and Colleges, New 
York: The Macmillan Company, 1944. 
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thing of the governments of other nations, since, at this level, units often 
deal with countries in various parts of the world. Some schools include a 
study of early civilizations on the Mediterranean, and this affords oppor- 
tunity to show the beginnings of the democratic concept of government 
and law and how this idea found its way into our own system of govern- 
ment. If countries of Western Europe are studied, children can learn of 
the growth of freedom and that modern-day monarchies are based on 
democratic principles of government. ‘They can also learn that in many 
nations of the world individual citizens have little or nothing to say about 
the way they are governed. Units on Africa are popular in this grade and 
this makes it possible to show the problems of government which new na- 
tions have and how the United States assists new self-governing countries. 

A unit on the United Nations may be included in the sixth grade, in 
which case the need for lawful international relations can be developed. 
Pupils can learn that the world is composed of large countries and small 
ones, strong and weak ones. To protect the rights of all countries, the 
nations of the world work together to resist aggressive or unfair actions 
of the strong powers against the weak ones. The concept of alliances and 
their purpose can be studied as it applies to the United States. 

The following are examples of the types of learnings which would be 
appropriate for the sixth grade: 


All countries have some type of government. 

The earliest group of people was the family; from this grew larger groups 
such as tribes, which had leaders. 

As people acquired more property, there was need for more laws. 

Democracy as a system of government was developed by the Greeks. 

Many of our ideas about government and law have come to us from the 
Romans. 

Not all nations of the world allow citizens to have anything to say about 
how they are governed. 


The program of the seventh grade depends upon the sixth-seventh 
grade sequence followed in the school. If nations of the Western Hemi- 
sphere are studied in the sixth, the Eastern Hemisphere nations are usually 
studied in the seventh; or the order may be reversed. Some schools also 
include home state studies in the seventh grade, Whatever pattern is fol- 
lowed, there will be many opportunities to include learnings relating to 
government either in connection with other nations or with the home 
state. The learnings suggested for the previous grades will give the teacher 
clues as to which would be appropriate for grade seven. 

Grade eight deals with the development of the United States in most 
schools, and there is ordinarily a heavy emphasis upon the growth of the 
government of this nation. Attention is directed to the early colonial gov- 
ernments, events which led to the American Revolution, and the formation 


Elements from Complementary Social Sciences 335 


of the new government. Pupils study the significance of such documents 
as the Declaration of Independence, the Articles of Confederation, and the 
Constitution. They learn of our political system and how it functions. 
They learn how the government of the United States grew in power and 
how it relates to the private lives of citizens. When the pupil completes 
the eight grades, he should have a functional, citizen’s knowledge of 
government and civic responsibility. He also should have had a great many 
experiences which have given him the opportunity to learn, practice, and 
use democratic citizenship skills. This does not mean that he need not or 
cannot learn more; it means simply that he has completed the basic, 
introductory work in civic education which serves as the common founda- 
tion for all citizens of the United States. 


Societal Education 


SOCIOLOGY 


Sociology is a relatively new and broad social science which deals 
with the study of the structure of society, its groups, institutions, and cul- 
ture. Sociological studies often focus upon the diverse societal and cultural 
phenomena which influence the behavior of individuals and groups. Soci- 
ology is especially concerned with social organization and the way people 
organize themselves into groups, subgroups, social classes, and institutions. 
It is difficult to draw a sharp line between the content of sociology and 
some of the other social sciences because their areas of concern overlap. 

A considerable amount of content of the elementary school social 
studies is drawn from sociology. This is particularly true in the primary 
grades. One of the units studied in first grade is “The Family.” Children 
learn about the structure of this basic group in our society, some of its 
functions, and the roles of various members. This is usually followed in 
the primary grades by units dealing with the neighborhood, community 
workers, community living, and community institutions. As children study 
the diversification of work that is done in a modern community, they 
begin to see how various groups are formed and learn of their purposes. 
Later in the grades, pupils will learn that the interests of such community 
groups are often in conflict, and that this sometimes results in disorganiza- 
tion and community problems. Programs which define their scope in terms 
of social functions (see Chapter 2) draw heavily from sociology for their 
subject matter. 

At some point in the grades, and perhaps at several points, pupils will 
have units dealing with “ways of living.” These units often stress sociologi- 
cal concepts. When primitive societies are selected, the teacher is cautioned 
not to assume that because the culture is simple, it will be easily under- 
stood by the pupils. 
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Martindale and Monachesi draw attention to the complexity of some 
of the so-called simple cultures when one examines their social organiza- 
tion. For example, in speaking of the Australian Bushman they say: 


. . . Every tribe was a complex organization of such (totemic) clans. Taboos 
were observed toward the totemic animal except on special feast days. 
Further marriage was exogamous to the clan and governed by a complex 
system of rules such that among some Australian tribes a man was per- 
mitted to marry only his mother’s mother’s brother’s daughter’s daughter 
—that is, his maternal second cousin. In view of these facts, to continue to 
think of the degree of culture in terms of its degree of complexity and 
organization is to conclude that our own system of social organization is 
incredibly crude by comparison with that of the Australian Bushman.? 


Studies of various cultures should focus on fundamental and basic 
social processes rather than on the quaint ways used by the group to 
achieve them, that is, all groups have systems of communication, worship, 
education, government, etc. Much of value can be learned by showing 
what factors tend to disrupt conventional ways of living and which cause 
people to change to other ways. Pupils in the middle and upper grades 
can also learn the consequences which befall cultures which do not make 
necessary changes in their way of living in terms of changing external 
conditions. 

In units on the growth of the United States in grades five and eight, 
as well as home state units in the fourth grade, pupils will want to study 
the cultural, religious, and racial backgrounds of the people who live there. 
Such a study will show that the United States has benefited from the 
contributions of many other peoples in the world. In this connection, the 
teacher may find Ralph Linton’s description of the “one hundred per 
cent American” amusing and helpful. Often it is possible for pupils to 
see concrete evidences of contributions of other cultures in the life about 
them in things such as the names of towns, cities, bodies of water, festivals, 
customs, language, and famous men in our history. A knowledge of and 
appreciation for the contributions of other cultures to our own can be a 
strong force in combating harmful aspects of ethnocentrism. 

Certainly a problem which will be receiving increasing attention in the 
social studies is that of population. In its simplest form, the study of pop- 
ulation might call for the examination of the location of settlements and 
population centers. Which areas are densely populated? Which are more 
sparsely settled and why? In the upper grades, pupils can study more in- 
tensively some of the problems that develop in areas of high population 


3 Don Martindale and Elio D. Monachesi, Elements of Sociology, New York: 
Harper & Brothers, 1951, pp. 109-10. 

4Ralph Linton, “One Hundred Per Cent American,” The American Mercury, 
Vol. XL, pp. 427-29. 
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density. They can trace the movements of peoples and discover why peo- 
ples move when and where they do. They can study population trends, 
birth and death rates in countries, and examine problems faced by coun- 
tries which have rapidly increasing numbers of people. 


The Remaining Social Sciences 
ANTHROPOLOGY, SOCIAL PSYCHOLOGY, PHILOSOPHY 


The three remaining social sciences—anthropology, social psychol- 
ogy, and philosophy—contribute less subject matter to the elementary 
social studies than the ones already discussed. There are some concepts 
and ideas from each of these disciplines, however, which do play an im- 
portant part in the program. Many social studies learnings cut across 
subject-matter lines of several of the social sciences. Thus, learnings which 
might be classified as history, may have within them elements of economics, 
political science, sociology, or anthropology. 

Anthropology, with its several divisions, is often itself thought of as 
a unifying social science, since it is by definition the science of man. It is 
the total study of man and his culture, and the study of the growth of man 
toward civilization. Anthropology is concerned with the development of 
language, social institutions, religion, arts and crafts, physical and mental 
development, and similarities and differences of cultures. Much of the re- 
search that has been done on the characteristics of various racial groups 
has been done by anthropologists. Anthropological concepts become a part 
of the social studies in the culture studies which are made of human 
societies. 
A few examples of the types of learnings related to anthropology which 
are appropriate for elementary social studies are these: 
i Every human being is different from every other human being. 
The similarities between people are more important than are the differences. 
People of the world can be grouped into races according to physical charac- 
teristics. 
Scientists find no evidence to indicate that any race is superior to others. 
Man is highly adaptable; he can be found in the coldest regions of the 
world as well as the hottest. 
Man’s highly developed brain gives him many advantages over (lower) 
animals. 
Wherever we find man, we find him living in groups; many of his human 
characteristics are a result of his social life. 
There are some activities which are universally found in cultures. 
Peoples meet their basic needs in different ways; man has been clever in 
devising ways of utilizing his environment and its resources. 
Language is the most important way of passing on important learnings to 
the young people of a group. 
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People learn to act and behave the way they do in terms of the ways of 
living of their own people. 


Social psychology and sociology concern themselves with somewhat 
the same social phenomena. While sociology focuses upon groups, social 
psychology studies the individual in a social situation. Social psychology 
is particularly concerned with the effects of group life upon the behavior 
of individuals. Studies in social psychology deal with such problems as 
individual roles in groups, the development of the self-concept, the effects 
of group pressure on individual behavior, attitudes and how they are 
formed, leadership, followership, effects of social class structure, and other 
related problems. 

The field of social psychology perhaps has less to offer to the content 
of the elementary social studies than it does to the teacher in working with 
children. For example, much of the research on group processes has been 
done by social psychologists and has many implications for social studies 
teaching (see Chapter 7). The manner in which group pressures operate 
to cause people to behave the way they do is also significant to an alert 
teacher. Establishing a healthful classroom emotional climate which will 
allow individual children to develop feelings of personal worth is, likewise, 
a necessary prerequisite to sound social studies instruction. Thus, in a 
variety of ways, social psychology makes a substantial contribution to the 
methodology of the elementary social studies. 

Philosophy, the father of all the social sciences, influences the ele- 
mentary social studies curriculum but contributes very little in actual 
subject-matter content. When pupils are identifying problems, stating 
hypotheses, gathering relevant data, testing hypotheses, and verifying their 
conclusions, they are applying the methodology of philosophy. This pro- 
cedure usually goes under another name—problem-solving—and is ordi- 
narily associated with scientific thinking. But problem-solving is the search 
for truth, and this is the basic concern of philosophy. Social studies pro- 
cedures and objectives which deal with various aspects of thinking—rea- 
soning, critical thinking, using evidence to substantiate claims—consist 
of elements of philosophy. In this way, philosophy is a part of the process 
of learning in the social studies. 

Much of the work in social studies deals with values. As pupils study 
the various people of the world, they wonder why they are willing to live 
the way they do, why they believe the things they do, and why they do 
not seek a better life for themselves. They learn that people everywhere 
have ideas about what is good and what is bad; what is ugly and what is 
beautiful; what is the honorable thing to do and what is not. People 
govern their behavior in terms of the basic beliefs which are a part of 
their culture. In our materialistic society, pupils may be surprised to learn 
that some people with very little of the earth’s goods lead happy lives, 
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while others who are well equipped materially are sometimes unhappy 
people. They learn that happiness comes, not from what one has, but 
from the quality of his relations with other human beings. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 
1) Study a community with which you are familiar and list five community 
resources which might be utilized in teaching elements of economics, 
political science, and sociology to children in a grade of your choice. 


2) Select a unit topic and list five learnings from each of the eight social sci- 
ences which could be incorporated in such a unit. (See page 318 for a list 
of the eight social sciences. 


3) List ways in which the economic system is a part of the “American way of 
life.” 


4) Suggest ways in which children can be given practice in applying civic 
learnings in the total school setting. 


5) What are the advantages and limitations of such organizations as the stu- 
dent council? Do you think the use of pupils as hall and playground mon- 
itors is a good practice? How would you organize such a procedure to avoid 
having pupils become informers on their schoolmates? 


6) Describe problems which could be resolved by voting in a classroom and 
others which should not be so handled. Is it consistent with democratic 
processes to vote whether or not an answer is correct? Can you give examples 
of situations when it is better to arrive at decisions through consensus rather 
than by voting? 

7) Discuss in class the desirability of building feelings of intense nationalism 
in pupils. Defend your point of view by citing examples from world history. 


§) Make a careful examination of a social studies textbook and its accompany- 
ing teacher’s manual. Note the extent to which concepts from the eight 
social sciences are included. Cite specific examples to show that the book 
utilizes several of the social sciences. 

g) Select a unit topic for a grade of your choice and list as many learnings as 
possible from one of the complementary social sciences which might be 
embodied in such a unit. 


SELECTED REFERENCES 

American Business Education Association. Educating Youth for Economic 
Competence. 15th Yearbook. New York: New York University Bookstore. 

American Council of Learned Societies and the National Council for the Social 
Studies. The Social Studies and the Social Sciences. New York: Harcourt, 
Brace, and World, Inc., 1962. 

Aronson, Jacob I. “Sixth-Graders Analyze Foreign Policy,” Social Education, 
23, No. 6, October 1959, pp. 287-89. 


340 SOCIAL STUDIES IN ELEMENTARY EDUCATION 


Bienvenu, Harold J. “Economic Education: Problems and Programs,” The 
Elementary School Journal, 59, November 1958, pp. 97-104. 

Joint Council on Economic Education, 2 West 46th St., New York 36, New 
York. Has much material on economic education available at low cost; 
sample units, scope and sequence charts, source lists, etc. 

McAulay, John D. “Teaching About the Election in the Elementary Grades,” 
Social Education, 24, No. 6, October 1960, pp. 263-65. 

National Council for the Social Studies. Social Education, 17, No. 7, November 
1953. This issue has several articles relating to economic education. 

Price, Roy A. New Viewpoints in the Social Sciences. 28th Yearbook. Wash- 
ington, D.C.: National Council for the Social Studies, 1958. 

Senesh, Lawrence. “We Cannot Afford Economic Illiteracy,” The School Ex- 
ecutive, 78, No, 2, October 1958, pp. 51-53. 


De 


CHAPTER 1 4 


Teaching of Current Affairs 


Within the past fifteen years current affairs instruction has gained 
a place of importance in the curricula of schools at all levels. Attention is 
called to this trend in Chapter II of the Twenty-sixth Yearbook of the 
National Council for the Social Studies (1955), and the Council had 
earlier devoted its entire 1950 Yearbook to the teaching of contemporary 
affairs, The literature indicates a considerable number of articles dealing 
with the general topic of current affairs teaching under the headings of 
“current affairs,” “current events,” “current issues,” “current history,” and 
“contemporary affairs.” While there is some difference in terminology, 
with each term implying a slightly different shade of meaning, there is 
general consensus among the authors that teaching of current affairs in 
some form must be an essential part of the curriculum. Good beginnings 
in the elementary school are important in this respect. 

The term “current affairs” is used here because it includes both events 
and issues and is broader in scope than either of the other terms taken 
singly. A current event is simply something which has happened; it may be 
significant or it may be trivial. A current issue implies some degree of 
controversy concerning a contemporary problem which may or may not 
be resolved at some future time. The two terms are obviously closely 
related since an event may precipitate a problem which becomes an issue. 
There is a place for both current events and current issues in the elementary 
school social studies program. 

The point of view to be developed in this chapter is that the program 
of current affairs is a matter of importance in the school program, and as 
such, requires careful planning and teaching. Pupils cannot be subjected 
to several years of boring experiences with current affairs in school and 
leave convinced that they have any responsibility to keep themselves in- 
formed on the affairs of the world. Teachers cannot have news-sharing by 
the pupils while they, themselves, take roll, collect lunch money, complete 
plans for another lesson, or do other things about the room which draw 
their full attention from the news reports. The teacher could not suc- 
cessfully teach arithmetic, reading, or spelling in this manner, and there 
is no reason to believe that current affairs can be taught with any degree 
of success in this way, either. Poor teaching of current affairs is worse than 
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none at all, for such depressing experiences subvert any natural curiosity 
the child may have had about current happenings. 

Writing in Social Education, Smith summarizes the importance of 
current affairs in the elementary school as follows: 


The current events program, properly carried out, stands to provide that 
most important link between gaining new knowledge and the application 
of that knowledge to something which is immediately important. Within 
the program, too, can be developed the process of learning how to think 
critically and to judge realistically how the world works. For many years, 
current events appear to have been thought of as a part, but essentially an 
unplanned part, of a sound elementary school program in social studies. That 
day has passed; today current events understandings are a necessity for the 
intelligent and inquiring mind, no less so for children in elementary school 
than for students in secondary school and for adults.4 


Purposes of Current Affairs Instruction 


THE underpinnings for responsible democratic citizenship and its 
attendant knowledges, attitudes, and skills must be established fairly early 
in the child’s life if they are to be well learned. One of the fundamental 
responsibilities of the individual citizen in a democracy is that he keep 
himself informed on matters which affect him and the society in which 
he lives. With changes occurring as rapidly as they do in the contemporary 
dynamic world, the matter of being well informed becomes a formidable 
and continuing task. It means that information gathered in or out of 
school to be used in the future may become obsolete by the time it is 
needed. For example, most adults studied Africa as a continent of pos- 
sessions and colonies of outside nations. While this is of interest historically, 
it is a woefully inaccurate picture of Africa today. The only way the 
citizen can keep himself up to date on the rapidly changing course of 
events is to develop and maintain a continuing interest in current affairs 
as reported via the various news mediums. If the nation expects its adults 
to have a permanent interest in news, current developments, and a sincere 
desire to keep informed, the groundwork for these attitudes, interests, and 
skills must be laid in the elementary school. The first major purpose of 
current affairs teaching at the elementary school level is, therefore, to 
promote interest in current affairs and news developments. 

Intelligent consideration of current affairs requires the use of a variety 
of skills and abilities. These include (1) the abilities and skills needed to 
read news materials, (2) the ability to discriminate between important 
and less significant news items, (3) the ability to take a position on issues 


1 Lloyd L. Smith, “Current Events for the Elementary School,” Social Education, 
Vol. 25, No. 2, February 1961, p. 81. 
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which is based on a knowledge and critical evaluation of the facts of both 
sides, and (4) the ability to predict likely consequences in terms of present 
developments. Promoting the growth of these skills and abilities represents 
the second major purpose of current affairs instruction at the elementary 
school level. These skills evolve over several years through the study of 
current affairs under the direction and guidance of capable teachers and 
do not appear full blown when the child enters high school or achieves 
voting age. It is unrealistic to hope for an adult population which can 
exercise critical judgment concerning current problems and issues unless 
individuals have at their command the fundamental skills and abilities 
which such action demands. 

The third major purpose of current affairs teaching is to help the child 
relate school learning to life outside of school. The constant reference to 
current affairs is a good insurance against the separation of school activi- 
ties from the nonacademic life of the child. Good teachers recognize that 
printed material begins to become obsolete shortly after it is written, and 
there is always a gap between the information contained in books and 
changing developments in the world. A generous use of current affairs 
materials helps to close this gap. Several encyclopedias now recognize the 
need for timely information and publish annual supplements which in- 
clude changes that have occurred during the preceding year. Since textbooks 
and supplementary books are not revised each year, it is necessary to de- 
pend upon such sources as newspapers and magazines for the latest informa- 
tion on some topics. The practice of selecting topics for social studies units 
from the immediate surroundings and life of the child also underscores the 
need to use current materials. 


The Program of Current Affairs Instruction 


y cuRRENT affairs can be included in the elementary school program 
in a variety of ways. The three most common methods are: 


1, THOSE WHICH TEACH CURRENT AFFAIRS IN ADDITION TO SOCIAL 

stuprs Miss Hansen, who teaches fourth grade, plans to spend 
a few minutes each morning during the sharing period for the discussion 
of important news stories. She encourages children to bring news clippings 
from daily newspapers or weekly magazines for the class bulletin board. 
Children are encouraged to bring news stories related to classroom work, 
and Miss Hansen helps to interpret these stories for the children by her 
comments and leading questions, such as: 


“How do you suppose the new highway will help our town?” 
“What are the explorers looking for on these expeditions?” 
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“Why do you suppose the animals died when they were brought here?” 
“Can you show the class on the wall map where the monkeys that are 
used for polio vaccine came from?” 


Miss Hansen uses a classroom periodical and plans to spend a half-hour 
on it with the children each week. This consists of reading the material, 
or portions of it, with a discussion following. She varies the procedure 
from week to week and uses the suggestions provided in the teacher's 
edition which accompanies the classroom periodical. 


2. THOSE WHICH USE CURRENT AFFAIRS TO SUPPLEMENT OR RE- 

INFORCE THE REGULAR SOCIAL STUDIES PROGRAM Mr. Ray sched- 
ules his social studies period immediately following morning opening 
activities for his fifth grade class. As a part of the beginning activities he 
provides time for the reporting of news articles and encourages children 
to report news items related to the unit under study. He and his class 
maintain a news bulletin board as well as a small table upon which are 
placed news articles, magazines, current maps, or similar materials of a 
timely nature related to the social studies unit under way in the class, He 
uses current affairs materials in this way to augment other instructional 
resources, and as a means of sensitizing his class to the need for up-to-date 
information in a rapidly changing world. 

Mr. Ray often suggests parallels to his pupils between events which 
happened long ago and events which are occurring today, thereby illus- 
trating recurrent problems in the conduct of human affairs. For example, 
in the study of the struggle for freedom and independence in America, he 
used examples from present-day affairs to show that some peoples of the 
world are still struggling for the right to govern themselves. When the class 
studied early explorers, Mr. Ray related this study to present-day explora- 
tion. In the unit on the Westward Movement, he called the attention df 
the class to current population movements and trends in the United States. 


3. THOSE WHICH USE CURRENT AFFAIRS AS THE BASIS FOR SOCIAL 

STUDIES UNITS Mrs. Bell likes to develop social studies units with 
her sixth grade class around topics which are currently in the news. She 
does this between the regular units she is required to teach during the year. 
During her years of experience as a teacher, she has found that units of this 
type must be carefully selected because it is not always possible to find a 
sufficient amount of instructional material suitable for children dealing 
with topics in the news. Units which she has taught with success in this 
manner in the past have dealt with the admission of Alaska and Hawaii 
as new states; conservation of natural resources; migration of the world’s 
people as a result of news of newcomers to the United States; twentieth 
century explorers; progress in science, medicine, and industry; elections; and 
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other subjects. When Mrs. Bell selects the unit topics carefully, she finds it 
possible to include much of the subject matter ordinarily included in her 
program under other unit titles. She feels the use of current news happen- 
ings as a starting point for units does much to stimulate interest and dis- 
cussion among her pupils. 


Teaching Current Affairs Successfully 


possiBLy the best current affairs programs are the ones which will at 
some time or other utilize all three of the approaches described above. In 
good programs there will be time during the school day devoted to the 
study and discussion of current affairs which may be entirely unrelated 
to topics under study in the social studies units or any other curricular area 
for that matter. At the same time, in guiding unit work the teacher will 
not ignore current affairs relating to the topic being studied but will, in 
fact, seek with interest those current affairs materials which will add 
strength to the unit. From time to time, too, the teacher and children may 
plan an entire social studies unit from current news developments. Units 
dealing with such topics as conservation, safety, intercultural relations, 
weather, housing, food, elections, discoveries in science, and items of local 
news may, and frequently do, grow out of current affairs. When the social 
studies program includes the three methods described above, the teacher 
and class will use any or all of the procedures described in the following 
sections. 


DAILY DISCUSSION OF NEWS TOPICS Children enjoy discussing the 

news and should be given the opportunity to do so within the school 
program. It is a fairly common procedure for classes to have a morning 
reeting or sharing period at the beginning of each school day, during 
which time the children may report news items. Children in the primary 
grades frequently report only news that affects them directly—Daddy took 
an airplane trip, the family has a new baby, the pet cat had kittens, or 
other similar items of “news.” The importance of giving children the op- 
portunity to relate such happenings is rarely as well stated as in a curricu- 
lum bulletin published by the New York City Schools: 


Happenings close to the children, however trivial they seem, may have 
value for candid discussion. They usually are details of living and working 
together, and hence lie at the very heart of the social studies program. 
Describing such happenings to each other is a way of knowing and under- 
standing reality—one’s own reality and the realities of others.” 


2 Social Studies Grades Three and Four, Curriculum Bulletin Number 5, Board of 
Education, New York City, 1947-48 series, reprinted 1950, p. 14- 
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Elementary classrooms should provide opportunities for pupils to share, display, and 
discuss current news stories. 


As children mature, they move away from news items that are of con- 
cern only to them personally to news of more general interest. Even pri- 
mary-grade children, however, sometimes report news of national signi- 
ficance if the item affects them closely. For example, if the President of 


Teaching of Current Affairs 347 


the United States were to visit the community, primary-grade children 
would surely report such an event although they, of course, would not 
grasp the full significance of it. 

In the reporting, discussing, and consideration of daily news occur- 
rences, elementary children frequently report the sensational headline news 
which may or may not be particularly significant. Without guidance, 
children are likely to report murders, robberies, or hold post-mortems on 
the previous night’s television programs. The teacher must expect to get 
some of this from children because the newspapers, television, and radio 
news reports stress the sensational in lead stories. The teacher should use 
these opportunities to help children evaluate the importance of news stories 
in terms of the number of persons affected by the event and the reasons 
why it received the attention it did. These experiences help the child de- 
velop his powers of critical thinking and his ability to discriminate between 
significant news and the sensational. 

In general, the practice of reporting news should be encouraged by the 
teacher rather than required. Some teachers require children to bring news 
clippings on specified days. This usually means a hurried breakfast for the 
child while his mother peruses the morning or evening paper hoping to find 
a suitable item which she can explain to the child before he leaves for 
school. A better procedure is to build the child’s interest in news to the 
extent that he voluntarily brings news clippings which he feels are im- 
portant enough to bring to school. Similarly, in the reporting of news items 
there will be days when there will be many items and much discussion; 
other days there may be none. The teacher must bear in mind that his 
purpose is to develop interest in current affairs and this is usually not done 
by requiring children to spend specified amounts of time on news whether 
the content justifies the time or not. The teacher's role in fostering interest 
is one of leadership, encouragement, and example. Worthwhile discussion 
ånd sharing of news and current affairs will be more fruitful if the teacher 
assumes the responsibility to help children build their discussion techniques. 
The reader is referred to Chapter 7 where these procedures are discussed. 

As children approach the middle and upper grades, they will not only 
report news events, but will begin to include issues upon which there are 
conflicting points of view. This should be encouraged and eventually the 
emphasis can be placed almost entirely upon problems and issues rather 
than on simple events. In the primary grades the current affairs material 
will perforce consist mainly of the reporting of events because of the im- 
maturity of the children, their limited background of knowledge, lack of 
interest, and the inappropriateness of many problems in terms of the 
young child’s life, needs, and interests. The movement from the considera- 
tion of simple events to simple issues to complex issues is a gradual one for 
the child; good teaching, combined with worthwhile experiences at each 
level, will enhance his chances of developing skill at the next. 
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When the children have matured sufficiently to consider controversial 
issues, the teacher will find a number of special problems presenting them- 
selves. Some teachers are so fearful of precipitating community ill will 
and pressure that they avoid consideration of any and all problems which 
are even mildly controversial. This is unfortunate and unfair to the child 
who needs to develop his skills in handling problems of this type if he is 
to live in a world in which he is surrounded by controversy and conflicting 
points of view. Good sense and mature judgment would dictate that the 
teacher avoid issues which may cause severe and intense feeling among 
parents and which can cause the wrath of the community to descend upon 
the school. It happens that problems of this type are usually not well suited 
for study by the elementary school child anyway. The best problems for 
discussion are those which are mildly controversial but deal with material 
which is significant and within the realm of experience of the child. This 
does not mean that issues must be limited to local problems. Many adults 
would be surprised at the extent of knowledge elementary school children 
have on some problems of national or international import and the intelli- 
gent manner in which they are able to discuss them. 

In teaching controversial issues, the teacher has a special responsibility 
to help children develop habits of critical judgment and open-mindedness, 
to evaluate sources of information, and to appraise the soundness of facts. 
Young children are impressionable, and the habit of insisting on getting 
both sides of a question before taking a stand can be taught to youngsters 
by the teacher’s example. There has been some discussion of the necessity 
of the teacher keeping his own stand on issues unknown to the pupils. 
This is not possible nor entirely desirable. To be sure, the teacher does 
not begin the discussion of an issue by stating his own attitude to the 
class. It is incumbent upon him to see that both sides are presented fairly 
and impartially and that the reasons underlying both points of view are 
thoroughly aired. If the class requests his feelings on an issue, he has the 
tight to make his views known and state the reasons for the position he 
takes, if he so desires. Of course, he has a professional obligation not to 
attempt to impose his point of view on the children on issues which are 
unsettled and on which there may be honest differences of opinion among 
well-informed persons. In such cases the teacher might encourage children 
to discuss the matter with other adults whom they respect but whose views 
may differ from his. The child thus learns that there may be honest differ- 
ences of opinion among persons who consider problems in good faith 
without accompanying feelings of ill will and rancor. The children will 
respect the teacher who is willing to take a stand on issues, gives his reasons 
for feeling the way he does, and accepts and honors the differences in the 
points of view of others. 


USE OF NEWS BULLETIN BOARD The news bulletin board serves a 
purpose similar to the science corner in science teaching or the 
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reading table in the teaching of reading. The teacher should arrange to 
display interesting news pictures and news stories to which the child may 
turn for information concerning current affairs. Too often news bulletin 
boards are tucked away in some obscure corner of the room and are largely 
ignored by those for whom they are intended—the children. Since items on 
the news bulletin board are changed frequently, it should be in a place in 
the room which children pass regularly. A point near the doorway is a 
good location for a news bulletin board since the children may stop to 
examine it for a moment or two on their way in and out of the classroom 
during the school day. 

The stories displayed on news bulletin boards must be selected care- 
fully, keeping in mind that they are to be read by children. It is good 
procedure to discuss the significance of the news articles in class before 
they are posted on the bulletin board. The display should contain not 
only those items of news of complex national and international problems 
but items of local interest, sports stories, developments in science, people 
in the news, perhaps even oddities and jokes for variety and spice. When 
some thought is given to the selection of the items, to the physical ar- 
rangement, to orderliness and design, to the use of eye-catching leads, the 
children will be enthusiastic about using the news bulletin board. As 
the children bring their own news clippings to class, these, too, can be 
placed on display. It is generally helpful to have various sections of the 
bulletin board specifically designated for such groupings as: “local news,” 
“science in the news,” “news of our country,” “words in the news.” This 
serves as a means of organizing the display in a meaningful and attractive 
way. 


NEWS MAP In the middle and upper grades, the news map may be 

used in connection with the teaching of current affairs. A world map 
ás displayed in the center of a bulletin board allowing sufficient space 
around the map for the posting of current news clippings or pictures. 
Colored string or narrow strips of paper may then be used to connect the 
news story with the location of the spot where the event occurred. This 
has the value of combining the study of current affairs with the develop- 
ment of map reading skills. Children should have a major responsibility for 
keeping the news map up to date and handling the mechanics of its 
preparation. It is a special kind of bulletin board display, and much of 
what was said in connection with the selection and posting of material 
for the news bulletin board would also apply to the news map. It is also 
possible to subscribe to a commercially prepared news map published 
weekly during the school year.? 


USE OF A CLASSROOM NEWSPAPER Many teachers consider the class- 
room newspaper or periodical an indispensable tool in the teaching 


3 Newsmap of the Week, 1512 Orleans St., Chicago, Illinois; Silver Burdett Com- 
pany, Morristown, New Jersey. 
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of current affairs. These materials have a number of definite strengths as 
well as some limitations which are frequently overlooked. The limitations 
of classroom current affairs periodicals lie not so much in the make-up 
of them but the manner in which they are used. The papers themselves 
are generally well prepared. Companies which produce these materials 
have editorial advisory staffs composed of nationally recognized educators 
in the field of elementary education, and their editorial staffs consist of 
carefully selected and highly qualified personnel. Three of the better-known 
sources of classroom periodicals are: 


The American Education Press, 400 South Front Street, Columbus, Ohio, 
My Weekly Reader, grades 1-6; Current Events, grades 7 and 8. 


The Civic Education Service, 1733 K St., N.W., Washington, D.C., The 
Young Citizen, grades 5 and 6; The Junior Review, grades 7 and 8. 


Scholastic Magazine, 351 Fourth Avenue, New York 10, New York, News- 
time, grades 4, 5, and 6; Junior Scholastic, grades 7 and 8. 


The chief strengths of the classroom newspaper are (1) its careful 
attention to reading difficulty, (2) its selection of current materials which 
are significant, yet within the comprehension of the pupil, (3) its unbiased 
presentation, and (4) the common background of information it presents 
to the class. These advantages cannot be obtained through the use of any 
other single source. They are designed and published for the express and 
specific purpose of use by pupils in a classroom, and, therefore, their writing 
style, readability, and illustrations are planned with this purpose in mind. 
They are far superior to the use of a newspaper or periodical designed for 
adult use. À 

Classroom periodicals also have some limitations of which the teacher 
should be aware. While the readability is carefully controlled, there is no 
published material which will meet the reading needs of every pupil in the 
class. Some children will find the material too difficult; others will find it 
too simple. The teacher, therefore, should not assume he has solved his 
teading problem through the adoption of a classroom periodical. There is 
a tendency of teachers to formalize the teaching of current affairs through 
the use of such a medium. One period a week is set aside for “current 
events” consisting of the reading of the paper followed by what is called 
“discussion” but amounts to the presentation of some questions by the 
teacher to be answered by the pupils. Overemphasis upon the formal use 
of classroom periodicals crowds out the consideration of current affairs 
from the remainder of the curriculum. These materials should not be 
used in this manner, and such procedures represent a misuse of them. 

A third limitation of classroom periodicals is that they select items of 
general interest either nationally or internationally and cannot deal ade- 
quately with local news. The teacher will find it necessary to turn to local 
sources for such news items. This is another reminder to the teacher not 
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to depend entirely upon the classroom periodical to carry the entire current 
affairs program. 

In a sense the classroom periodical is the “textbook” for current affairs, 
and its use should be governed by the same pedagogical principles which 
apply to the use of textbooks generally. The best use cannot be made of 
these materials when the teacher passes out identical copies of classroom 
newspapers to children with no more instruction than, “Read your paper, 
and we will discuss it when you have finished,” though this procedure in 
various forms is fairly common in middle- and upper-grade classrooms. This 
lifeless approach is almost certain to dull the child’s interest in current 
affairs. 

The service bulletins which accompany classroom periodicals often 
suggest ways to make good use of the papers. If the best use is to be made 
of these instructional materials, some procedure such as the following will 
need to be followed: 


The teacher prepares himself— 


Read the periodical and accompanying teachers’ edition. 

Keep up to date on current affairs by regularly reading an adult newspaper, 
news magazine, and listening to radio and television newscasts. 

Build his own background on topics included in the classroom periodical. 

Plan how to use the periodical, varying the procedure from week to week. 


The teacher prepares the classroom— 


Post related pictures, maps, diagrams on bulletin board. 
Have additional references available. 
Place new words and terms on the blackboard. 


The teacher prepares the pupils— 


Present periodical to the class by calling attention to a picture, a map, or a 
particular story. 

Discuss reasons why certain topics are in the news. 

Develop meanings of new words and terms. 

Use maps and the globe to orient pupils. 

Develop purposes for reading. 

Differentiate requirements to provide for individual differences. 

Use bulletin board, pictures, other visual aids to motivate the class and to 
develop concepts. 

Plan any special activities relating to the news stories such as reports, 
dramatic presentations, panels, etc. 


» 


The pupils read the periodical— 


Vary the reading assignments according to reading ability. 
Have specific purposes for the reading. 

Be available to assist with difficult vocabulary. 

Direct the study of slower reading pupils. 

Have additional references on topics for more advanced pupils. 
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The teacher and pupils conduct discussion and follow-up— 


Discuss periodical in terms of purposes established. 

Relate news stories to other classroom work. 

Have pupils present any special activities which were planned. 
Make generous use of maps and the globe. 

Synthesize and summarize ideas and conclusions reached. 

Plan further research or other creative follow-up activities. 


USE OF A VARIETY OF ACTIVITIES ‘There are a number of learning 
activities which may be profitably used in studying current affairs. 


The teacher must bear in mind, however, that activities, projects, and 
devices are only means of achieving the purposes of current affairs instruc- 
tion and are not in and of themselves important. Properly used, any of the 
following activities may be applied in the teaching of current affairs: 


Round table discussions such as dividing the class into five or six dis- 
cussion groups, each to discuss the question, “How would a 12-month 
school year affect the lives of school children?” Each group would be respon- 
sible to present to the entire class a short four- or five-sentence summary of 
their major ideas. 

Panel discussions such as selecting five children to prepare a 20-minute 
presentation to the class on some topic currently in the news. These five 
children would be given a few days or a week to prepare the presentation 
and would be the class “experts” on the topic discussed. After the presenta- 
tion, the remainder of the class could ask questions, clarify points, or add 
to what the panel has said. 

Making charts, maps, graphs showing increases in school population, 
steps in an event that led to a crisis, decline or increase in employment, 
number of highway accidents over a holiday week-end, route of a recent 
air flight of importance, and others. 

Constructing posters, murals to emphasize safe living, progress in 
preventive medicine, changes in air travel, progress into space, and other 


. topics. 


Keeping scrapbooks of news stories or pictures One teacher had her 
class clip and keep the headlines from the evening paper for several wecks. 
This helped children to distinguish between news stories which were of 
continuing interest and those which were transitory in nature. Collections 
of news clippings can be a valuable resource if the topic selected is one 
which is likely to be in the news for a period of several weeks or months. 
Careful selection of articles in the scrapbook will allow the class to follow 
the development of the news story on a continuing basis. 

Drawing cartoons to illustrate news This procedure can be used ef- 
fectively with older children. Care must be taken to avoid having children 
draw cartoons which might be offensive to individuals or groups. Cartoons 
dealing with a community fund drive, a sports story, safety or health habits, 
conservation practices, good citizenship, and other topics can be used. ) 

Giving reports Individuals reporting news items to the class is a widely 
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used technique for handling current affairs. Chapter 7 discusses procedures 
for handling pupils’ reports, and the reader will find specific suggestions for 
such procedures there. 

Conducting radio news programs Classroom radio or TV news pro- 
grams may be used from time to time to dramatize news stories. Children 
may take turns as reporters; variety can be obtained by using a tape recorder 
and playing the recorded “broadcast” for the class or for other classes. 

Dramatizing news events Not all news stories lend themselves to dram- 
atization, but items dealing with festivals, meetings, conferences, and 
negotiations may be used. 

Listening to live radio broadcasts Many classrooms have radios as a 
part of the room equipment. These can be used for listening to standard 
news broadcasts or for special events of interest. One teacher arranged the 
morning program in such a way that the class tuned in five minutes of news 
each day at 11 o'clock. 

Viewing telecasts of special events Telecasts of such special events as 
inaugurations, visits of foreign dignitaries, and other newsworthy programs 
may be used for in-school viewing by older children in the elementary 
school. Children can also be encouraged to view news programs out of 
school and report on these to their classmates. 


The quality of current affairs instruction at the elementary school level 


depends finally on the teacher. All the desirable outcomes of current 
affairs instruction must be exemplified by the teacher himself. This is 
effectively stated by R. S. Kimball when he says: 


That current events can be taught successfully when a teacher is sufficiently 
interested to bestir himself is attested by most of the subjective appraisals 
as well as by the few objective studies which have found their way into 
print. The varying degrees of success, however, seem to indicate that the 
ability of the teacher, rather than the quality of the medium or the method, 


is the determining factor. Almost any device can be used effectively. The, 


teacher’s own interests, his own enthusiasms, his own understanding of 
what should be accomplished are the matters which determine the failure 
or success of current events teaching. The best available media fail of their 
purpose when used by a class guided by a teacher unskilled in methods of 
current events instruction; the poorest seem to accord some measure of suc- 
cess when a capable current events teacher works with his pupils.4 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


Can you think of historical events which remain issues to the present day? 
Do you think the distinction between “events” and “issues” is a satisfactory 
one? 


4R. S. Kimball, “Researches in the Teaching of Contemporary Affairs and the 


Identification of Needed Research,’ NCSS Twenty-first Yearbook, The Teaching of 
Contemporary Affairs, John C. Payne, Editor, 1951, p. 207. 
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2) Cite examples to show how teachers might approach the teaching of cur- 
rent events differently if they kept the promotion of pupil interest in 
current affairs uppermost in their minds, 


w 


Show how a social studies unit might be developed around a current affairs 
topic. What would be some strengths and limitations of a social studies 
program built entirely around current affairs? 


Make a list of specific issues suitable for discussion with elementary school 
children. 


5) Plan, prepare, and display a current affairs bulletin board for use with a 
grade in which you have a special interest. 


A 


nD 


How can map and globe reading be related to the study and consideration 
of current affairs? What possibilities can you see for geographical and his- 
torical study related to current affairs? 


The morning meeting, sharing period, or “show and tell” commonly in- 
cludes some discussion of current affairs. These periods too often become 
dull and routine for both the children and the teacher. Can you think of 
some ways the teacher might make the most of these periods by injecting 
some life and vigor into them? Develop specific methods of handling these 
periods in order to make them more interesting and worthwhile for the 
children, 


Do you think schools have been particularly successful in achieving the 
major goals of current affairs instruction? Why or why not? 


N 


co 
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CHAPTER 15 
Teaching for International 
Understanding 


Barring some global catastrophe, it seems likely that problems aris- 
ing from international relations will be of continuing concern to citizens 
of the United States throughout their lifetime. This has many implica- 
tions for social studies instruction because school programs tend to reflect 
the major concerns of the people of our nation. War, peace, and depression 
have all been strong influences in curriculum building; today it is inter- 
national relations which is dominating the attention of the nation. Con- 
sequently, social studies programs are being planned to equip the young 
citizen to deal thoughtfully and intelligently with problems of international 
import. Hill notes this trend when she says, “Emphasis on understanding 
the peoples of the world, international relations, and international organiza- 
tions is widespread in our schools.” 1 Perhaps the need for teaching world 
understanding is motivated by (1) reasons of fear, (2) economic reasons, 
and (3) humanitarian reasons. 


REASONS OF FEAR People of the United States as well as through- 

out the world have a sincere desire to maintain peaceful relation- 
ships with other nations. Their experiences in World War II, and the 
development of atomic weapons of war, have made people everywhere 
fearful of the consequences of another international conflict. One of the 
chief purposes of the organization of the United Nations was “. . . to 
save succeeding generations from the scourge of war, which twice in our 
lifetime has brought untold sorrow to mankind.” 2 In modern warfare, the 
weapons of destruction are of such magnitude that neither side can actually 
win, since the ultimate end is total destruction of both. Driven by fear of 
his “enemy” and fearful of the consequences of disposing of his “enemy” 
by force, modern man seeks to solve his problems and differences through 
peaceful means. In nations of the western world this has taken the form 
of education directed toward the development of a better understanding of 
the problems of the peoples of the world. 


1 Wilhelmina Hill, Social Studies in the Elementary School Program, Bulletin 1960, 


No. 5, U.S. Department of Health, Education, and Welfare, Washington, D.C.: 
U.S. Government Printing Office, 1960, p. 42. 
2 From the Charter of the United Nations. 


356 


Teaching for International Understanding 357 


ECONOMIC REASONS Modern nations are rarely economically self- 

sufficient because of the highly industrialized economies which char- 
acterize contemporary societies. They must depend upon one another for 
resources and markets. James points to this condition as one of five basic 
concepts in man’s relation to earth: 


. . . That the most complex culture of all—the industrial society—by its 
essential nature is global in its scope and international in its needs. If it 
is to survive it must draw upon all the world’s resources, and all the world’s 
people must share its benefits. Our way of living is dependent on the co- 
ordinated economic activities of distant people. This is the concept of 
“One World”—of one community of interdependent peoples, one society 
of internationally responsible states; it is the exact opposite of international 
irresponsibility, economic self-sufficiency and isolationism.* 


In the past, nations relieved internal economic problems through a 
system of colonial expansion. The colonial areas provided an easy source 
of raw material at low cost and, in some cases, an outlet for marketable 
and surplus goods. Native peoples were kept in a state of partial economic 
and cultural enslavement, providing a cheap source of labor. In the twen- 
tieth century, however, turmoil and unrest have arisen in colonial areas of 
the world. More peoples have demanded equal rights at the bar of justice 
of the world, more of the world’s goods and services, and the right to 
govern themselves. ‘This has resulted in the capitulation of the colonial 
system which is being replaced by a system of international cooperation in 
economic affairs. The major powers have taken a more conciliatory attitude 
toward newly developing areas of the world. The economic interdepend- 
ence of nations both large and small, therefore, has been another prime 
mover in fostering education for world understanding. 
$ HUMANITARIAN REASONS Modern man is fortunately not entirely 
motivated by fear and materialism in his effort to understand his 
fellow man throughout the world. Americans, particularly, have a sincere 
desire to help all peoples of the world obtain for themselves a full measure 
of personal liberty, freedom, dignity, and respect, as well as a generous 
amount of the earth’s bounty. Americans are committed to the principle 
of “inalienable rights” as defined in the Declaration of Independence. That 
the United Nations also had these goals in mind is evident in the following 
purposes as stated in the Charter: 


. .. to reaffirm faith in fundamental human rights, in the dignity and 


3 Preston E. James, “Understanding the Significance of Differences from Place to 
Place,” Geographic Approaches to Social Education, Nineteenth Yearbook, Washing- 
ton, D.C.: National Council for the Social Studies, 1948, p. 36. 
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worth of the human person, in the equal rights of men and women and of 
nations large and small . . . . 


. . . to promote social progress and better standards of life in larger free- 
dom .... 


There is a growing realization that problems of people everywhere have 
a profound effect upon the welfare of the entire world community. None 
of the world’s people can rest comfortably when part of the world is free 
and part slave, when part of the world’s people eat with knives and forks 
while a substantial percentage of the world’s population eats with its 
fingers. It is perhaps these considerations which are causing schools through- 
out the nation to give serious thought to the development of programs 
of instruction aimed at preparing children to live in a world community. 


Framework for a Program to Develop 
World Understanding 


waiter the need for educating children along the lines of world un- 
derstanding seems evident, the precise manner in which it should be in- 
cluded in the school curriculum is a matter of some controversy. ‘Teachers 
are likely to view with concern the inclusion of additional material to an 
already demanding teaching load. Parents and various lay groups may ex- 
press apprehension over such teaching—fearful that the schools will develop 
feclings of world-mindedness at the expense of building fundamental 
loyalties to and understanding of their own country. Others are openly 
hostile toward the inclusion of any teaching which is directed toward world 
understanding because they feel it is prejudicial to the American way of 
life. It is, therefore, necessary to clarify the manner in which instruction 
in world-mindedness is to function in the school curriculum. 

Teaching for world understanding should in no way conflict with 
developing within the child a basic loyalty to and love for his own country. 
The two concepts can and should be complementary rather than hostile to 
each other. A person, for example, does not love his family any less because 
he has an understanding of and sympathy for the problems of his com- 
munity. Similarly, one need not love his own country less because he has 
a better understanding of the world community. Just as the integrated, 
well-adjusted individual is the one who is best able to uphold his respon- 
sibilities of good citizenship to his nation,-he is also the one who is best 
able to understand the problems of other peoples. The malcontents, the 
subversives, the disloyal, the bigoted and prejudiced have internal fears 
and conflicts to the extent that they are unable to develop either respon- 
sible citizenship or world understanding. The primary goal, then, is to 
develop world-minded Americans. It begins with the individual and his 
relationships with other individuals and groups which he meets face to face. 

When education for world understanding is regarded as one of the 
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broad goals of education, it becomes immediately apparent that the addi- 
tion of a new subject to the curriculum is not necessary. Rather, it should 
represent an extension and broader interpretation of what is already taught 
in most schools. Teaching for world understanding can occur through ex- 
periences the child has in music, art, science, literature, reading, in fact, in 
almost any of the various curricular areas. Logically, much of the instruc- 
tion directed toward world understanding will fall within the social studies, 
since many topics now included in social studies curricula can adequately 
be used for this purpose. While the addition of new material is not neces- 
sary, a sympathetic understanding of the nature of teaching for world- 
mindedness on the part of the teacher is an inescapable prerequisite. Al- 
most any unit or topic in the social studies can be broadened and taught 
from the standpoint of world-mindedness by an aware, informed teacher. 

In order to broaden instruction as described in the previous paragraph, 
teachers will need greater freedom in planning their units than has been 
the case in the past. They will also have to be imaginative in exploring 
and discovering new avenues to a world view. For example, at the primary- 
grade level, when children are studying homes and home life, perhaps this 
is the time to begin developing the understanding that people all over 
the world need homes and that they build them in a variety of ways. Or, 
when the food market is studied, some time might be devoted to an exam- 
ination of food markets around the world. Units on transportation and 
communication ¢an, likewise, be expanded to familiarize the child with 
these functions on a broader basis than the local community. Almost any 
topic has within it such possibilities for teaching global relationships, and 
it is up to the teacher to discover and develop them with his pupils. 

Ifa school accepts the education of boys and girls for world understand- 
ing as one of its primary purposes, a first step is to determine the general 
objectives to be achieved. These may be stated in terms of behavioral 
Changes or as aims and purposes. It is likely that any program designed to 
develop international understanding would concern itself with such con- 
cepts as these and would state its specific objectives accordingly: 


1) The interdependence of peoples. 

2) The need for peaceful relations among nations. 

3) Basic similarities and differences in peoples due to geographic, cultural, and 
historical considerations, to include an elementary understanding of the 
ways of living in the modern world. Oye 

4) The philosophy and practice of respect for the dignity of the individual 
irrespective of race, or other factors over which he has no control. 


Experiences to Help Build World Understanding 


BASICALLY, programs devoted to fostering international understand- 
ing are characterized by providing children with opportunities to apply 
their learnings within the setting of their everyday life. Such learnings take 
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root and grow in classrooms where children are also learning the funda- 
mental principles of democratic group living. There is no point in attempt- 
ing to develop respect for the people of a far-off land while pupils reject 
a classmate because she is of Japanese extraction. Building a readiness for 
international understanding begins with the development of respect for 
individuals with whom the child lives in his day-to-day activities, a willing- 
ness to give consideration to the needs, points of view, and characteristics 
of his classmates and neighbors. 

A second grade teacher who was interested in having the pupils de- 
velop a sensitivity to others started by having the children study them- 
selves, They prepared “Guess Who” riddles about themselves. “I have light 
hair and have a tooth missing in front; who am I?” This was followed by 
having each child draw a picture of himself; these drawings were placed in a 
class book. These procedures stimulated much discussion of the differences 
and similarities in people. The children became intensely interested in the 
study, and under the skillful guidance of the teacher were able to conclude 
that everyone is “a little bit different, but we all do many of the same 
things and are very much alike.” 

Single experiences of the type described are not likely to do much in 
shaping attitudes of acceptance, nor is the statement of a generalization 
by the children an indication that the teaching has been effective. But 
let us assume that children will have many experiences intended to en- 
gender attitudes of acceptance of others and that these will be extended 
throughout the several years the child is in the elementary, junior high, and 
senior high school. The effect of the sum total of such experiences is likely 
to have a strong influence on the attitudes of a substantial number of 
children, While such teaching is particularly susceptible to verbalism in 
the form of broad generalizations to the effect that “people everywhere 
are different, yet the same in many respects,” not all such conclusions by, 
children should be discarded as sheer verbalism. One teacher, for example, 
was struck with the sincerity of her first-graders when, after examining and 
talking about shoes of children from seven different countries, a child 
was moved to say, “Our shoes are different, but our feet are the same.” 

The specific kinds of experiences which a teacher will plan with children 
will depend upon the make-up of the group of children with which he is 
working. Having children draw pictures of themselves, for example, might 
be completely inappropriate in some classrooms for it might draw atten- 
tion to physical features which would embarrass some children. What will 
“work” for one teacher with a particular group of children may or may not 
be appropriate for another teacher or for the same teacher with a different 
group of children. Perhaps more important than the specific experience 
itself is the classroom setting in which it takes place. Teachers who are 
concerned with developing attitudes of acceptance of others and thereby 
helping children develop international understanding will begin by reduc- 
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ing hostile feelings within the classroom. The following examples may be 
helpful: 


Practices and procedures 
which tend to increase 
hostility in a classroom. 


Practices and procedures 
which tend to decrease 
hostility in a classroom. 


1) 


negative statements by the teacher 
—Here are a few examples of ridi- 
cule, sarcasm, criticism, negative, 
and tension-producing statements 
made by a teacher. Such state- 
ments to children invariably lead 
to hostility, emotional disturbance, 
selfishness, fear, and criticism of 
others: 


“I wish you would start acting like 
fourth-graders instead of kinder- 
garteners.” 


“Someone is whispering again, and 
I guess you all know who it is.” 


“Most fifth grade classes could un- 
derstand this, but I am not sure 
about you.” 


“Sit up straight. Don’t you have 
a backbone?” 


“Why don’t you listen when I give 
directions? None of you seems to 
know how to listen.” 


excessively competitive situations 
—I'air competition in classrooms 
is highly desirable. It can stimulate 
good work, motivate children to 
do their best and help children 
learn those graces associated with 
winning and losing. It becomes 
undesirable when it is of the “dog- 
eat-dog” variety where each child 
is pitted against every other child 
whether the competitive situation 
is fair or unfair. 

disregard for individual differences 
—Classrooms where some children 
are made to feel “this place is not 
for me” contribute much toward 


1) 


positive statements by the teacher 
—Friendly, constructive state- 
ments by the teacher tend to re- 
duce tension and hostility in the 
classroom. Here are a few exam- 
ples: 

“We will all want to listen care- 
fully in order not to miss anything 
Sue is going to tell us.” 


“All of us did our work so well 
yesterday during our work period. 
Do you suppose we can do as well 
today?” 


“Tt is really fun for all of us when 
you bring such interesting things 
for sharing.” 


“It’s nice to have Bill and Sue 
back with us again. The boys and 
girls were hoping you would come 
back today.” 


successful cooperative enterprises 
—The successful achievement of 
cooperative activities, involving all 
members of the class, tends to re- 
duce hostility within the group 
because it demands the combined 
efforts of everyone in the success- 
ful attainment of a common goal. 
Children depend upon one an- 
other in such situations and, there- 
fore, feel a need for one another. 


recognition of and adaptations 
made in accordance with individ- 
ual differences—In such class- 
rooms, each child is challenged at 
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which tend to increase 
hostility in a classroom. 
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Practices and procedures 
which tend to decrease 
hostility in a classroom. 


breeding hostility in children. 
Such rooms are characterized by 
one level of acceptable perform- 
ance applied to all, uniform as- 
signments, one system of reward, 
great emphasis upon verbal, intel- 
lectual performance. 


rigid schedule and pressure—A 
rigid time schedule and constant 
pressure to “hurry up,” “finish 
your work,” “‘you will be late,” or 
stopping lessons exactly on time 
whether completed or not create 
insecurity in children which leads 
to hostility. A class which is always 
“one jump behind the teacher” is 
likely to be one where children 
blame others for their failure to 
finish, invent excuses for them- 
selves, seek scapegoats. 


highly directive teaching practices 
—Teachers who must make every 
decision themselves, give all the 
assignments, allow for very little 
participation on the part of chil- 
dren in the life of the classroom 
are encouraging feelings of hostility 
in their rooms. Such practices usu- 
ally mean that teachers refer to 
the pupils as “my children,” or 
in addressing the pupils, “I want 
you to ...,” or more subtly, 
“Miss So-and-so wasn’t very proud 
of her class this morning.” 


lack of closeness between teacher 
and pupils—Some teachers feel 
they must “keep children in their 
place,” meaning they must remain 


5) 


6) 


a level commensurate with his 
ability. Each child feels that he 
“counts for something” in the 
classroom and that he belongs to 
it. 


relaxed, comfortable pace—Good 
teachers working with young chil- 
dren maintain a flexible schedule 
and will not place undue pressures 
on pupils, They will have a plan 
and a schedule, yet they know that 
life on earth and the laws of the 
universe will change not at all if 
they deviate from their plan and 
schedule now and then in the in- 
terest of the needs of the boys and 
girls they teach. Good teachers 
recognize that feelings of insecu- 
rity are related to hostility and will 
do everything they can to develop 
feelings of security in the class- 
room on the part of the children 
they teach. 


pupil involvement in planning and 
managing the class—Giving pupils 
some opportunity to plan and 
manage the affairs of the classroom 
does much to develop feelings of 
“we-ness,” of identification with 
the group. Children under such 
circumstances are less inclined to 
want to think of ways to disrupt 
Miss So-and-so’s orderly room but 
will work hard to make our room 
a good place to work. 


warm and friendly relationship be- 
tween teacher and pupils—One of 
the basic needs of children is that 
of love and affection. They need 
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Practices and procedures 
which tend to decrease 
hostility in a classroom. 


attitudes of acceptance is a necessa 


socially distant from them. This 
leads to a cold, objective relation- 
ship between the children and 
teacher, causing the children to 
feel that the teacher lacks affection 
and warmth for them. This “holier 
than thou” attitude on the part 
of the teacher is likely to engender 
feelings of hostility in some chil- 
dren, 


lack of satisfying emotional ex- 
periences—Some classrooms sorely 
lack experiences of an affective na- 
ture for children. Everything is 
deadly serious _ business—work, 
work, work. Even the music, art, 
storytime, or dramatic activities are 
made to seem like work. Little 
time is spent on teaching children 
to enjoy one another, feel the 
inner joy that comes from a good 
poem or music selection, or express 
their feelings in some art medium. 


it in their homes, in their play- 
groups, and in school. The feeling 
that children will not respect the 
teacher if he is friendly with them 
is in error. They are likely to re- 
spect him more if they feel he is 
a “human being” capable of cor- 
dial and warm personal relation- 
ships with others. This is a ma- 
ture relationship, however, not one 
of oversentimentalism and “gushi- 
ness.” This does not mean that the 
teacher introduces herself to her 
class by saying, “My name is Miss 
So-and-so, but my friends call me 
Skippy,” as one beginning teacher 
did in introducing herself to a 
class of sixth-graders. 


many opportunities for pleasurable 
emotional experiences—Teachers 
can reduce tensions which build 
up in children during the course of 
classroom life by providing oppor- 
tunities for the release of such ten- 
sions through various emotional 
experiences. Children have the op- 
portunity to express their feelings 
verbally, in writing, or through art 
forms. They talk together, enjoy 
one another's company. They pre- 
pare skits, do creative dramatics, 
role-play situations to help get the 
feeling of the other fellow. All of 
these tend to reduce feclings of 
hostility in children. 


A classroom climate which permits the growth and development of 


ry but not sufficient condition for 


teaching world understanding. There is also the need for accurate and 


authentic information of the peoples of other lands. 


Most social studies 


programs make provision for the study of foreign countries or communities. 


In grades three or four it 
series of several communities 0: 


might be a single country, such as Mexico, or a 
f the world. In grade five it might be Eng- 
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land or other countries of western Europe. In grade six it might be Latin 
American countries, Canada, India, Japan, or others. Just which countries 
or communities are to be selected for study presents some problem because 
they cannot all be studied, and, therefore, choices have to be made. Ken- 
worthy suggests that the following criteria might be applied in selecting 
countries for study in a 12-year program: 


1) countries representing each of the eight major cultures of the world; 

2) the major world powers, and countries which are likely to become major 
powers; 

3) countries against which children are prejudiced or about which they have 
learned little; 

4) countries which have influenced the United States most; 

5) countries from which the ancestors of a class originated; 

6) neighboring nations; 

7) countries which are in the news often; 

8) countries which illustrate progress in solving world-wide problems; 

9) countries on which there are adequate teaching materials; 

©) countries about which teachers feel competent to teach.* 


A systematic and comprehensive study of countries or communities is 
not attempted in the primary grades. Children at the primary-grade level 
are sensitized to persons in other lands through informal, though planned, 
experiences largely of a firsthand nature. One first grade teacher had a 
friend who taught six-year-old children in England. She developed a system 
of correspondence between the two classes, which grew into correspondence 
between the parents of the children from both groups. Some families 
exchanged photographs and small gifts. Throughout the year, as letters, 
pictures, and other articles were received, they were shared with the class 
and provided the children with an intensely stimulating contact with an- 
other country. Several of the families continued writing to their English 
friends on a permanent basis, and, in one case, the American family visited 
the family in England. 

Another first grade teacher used dolls of different countries as a lead to 
building an awareness of children in other lands. The class talked about 
the dolls as though they were people—‘“Does she have a home? Does she 
have parents as you do? Does she get hungry as you do? But her clothes 
are not like yours. Yes, but she does have clothes! Why are her clothes 
different? Because it is cold (or warm) where she lives. But this little 
doll’s face is brown. Maybe she doesn’t get hungry. Oh, yes, she gets 
hungry, needs clothes, becomes angry and happy just as the others.” This 
presentation, of course, was accompanied by stories and other planned 
activities including classroom visitors from England and Morocco who 


4L. S. Kenworthy, Introducing Children to the World, New York: Harper and 
Brothers, 1956, p. 138. 


Teaching for International Understanding 365 


answered the children’s questions about schools, games, bicycles, language, 
homes, and foods, 

A second grade teacher’s class became interested in a group of children 
in a Korean orphanage through the teacher’s husband, who was stationed 
in Korea. The initial contact was made through correspondence and led to 
a number of exceedingly interesting and worthwhile experiences for both 
groups. The groups exchanged small toys and gifts. The American chil- 
dren prepared an original skit to tell the Korean children about themselves. 
Because the activity took place in December, the children included the 
singing of Christmas songs in their skit. The material was tape recorded, 
sent, and played for the Korean children, who in turn recorded material 
of their own and sent it to the American group. The project had many 
side values for the American class for the teacher used this opportunity to 
have the children learn about the Post Office, how material had to be 
wrapped for overseas shipment, how much money would be needed for 
postage, what size packages are acceptable for shipment, and so on. 

Teachers who experiment with activities of the types cited are not 
interested in having the children make intensive studies of the countries 
or communities, but are attempting to build an awareness in children of 
the need for desirable human relations at the international level. Many 
specific situations or activities could be selected for this purpose; but, what- 
ever experiences are planned, it is recommended that the principles dis- 
cussed below be observed. 


Principles for Selecting Activities to Build 
World Understanding 


1. USE EXPERIENCES FROM THE EVERYDAY LIVES OF PUPILS TO IN- 

ITIATE SUCH PROJECTS ‘These might include the return of a parent 
trom an overseas assignment, the presence of a foreign visitor, a curio from 
another country which some child brought to share with the class, a story 
or television program about children in other lands, or a news item familiar 
to the children. Successful activities of this type usually begin in class dis- 
cussions under the guidance of an alert teacher who can identify experiences 
of children which lend themselves to such a study. 


2. THE EXPERIENCES OF CHILDREN MUST RESULT IN INFORMATION 

ABOUT OTHER PEOPLES WHICH IS ACCURATE AND AUTHENTIC Mis- 
guided teaching resulting in erroneous concepts of other peoples, the devel- 
opment of stereotypes, or overemphasis on those aspects of the lives of 
others which are drastically different from our own is worse than none at 
all. In order to get up-to-date information about the group being studied, 
the teacher might consult the local library, local travel bureaus, write to 
the appropriate embassy in Washington, D.C., or the local consulate, 
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or request information about the country through the United Nations. 
Another good source of information is through interview with persons who 
were or are citizens of the country—exchange students attending American 
colleges and universities, foreign brides, or persons who have recently come 
to the United States and are seeking citizenship. 


3. INSTRUCTION AND EXPERIENCES FOR PRIMARY-GRADE CHILDREN 

SHOULD BE KEPT SIMPLE, CHILD-LIKE Difficult concepts relating to 
international understanding, geography, and intercultural relations should 
be avoided in teaching young children. One of the major purposes of such 
studies at the primary level is to develop the concept of friendliness and 
neighborliness among the peoples of the world. Experiences planned should 
be simple ones, dealing with ideas and things which are consistent with the 
experience and maturity of the young child. Specifically, this means experi- 
ences concerning the way children in other lands live, play, dress, and eat. 
The primary-grade child can understand that everyone needs a home, a 
family, friends, must go to school, feels sad, happy, or angry at times. 


4. SOME PROVISION SHOULD BE MADE FOR DIRECT CONTACT WITH 

THE LIFE OF THE GROUP STUDIED One of the best learning experi- 
ences for young children in making a study of people in other lands is to 
have direct contact with a person from the country, especially a child their 
own age, who can answer questions about the clothes they wear, their 
school, games, celebrations, homes, foods, stories, and similar ways of liy- 
ing. Other types of contacts include material things which have come from 
other countries. These are especially interesting to children if the items 
are similar to something they use in their own lives each day. A doll, an 
article of clothing, a musical record, a book, a toy are examples of items 
which help children understand that there are differences in the ways of 
doing things, but that children everywhere do many of the same things. 
With help from the teacher and their parents, even primary-grade children 
can carry on correspondence with children abroad, which invariably leads 
to the exchange of photographs and other objects. Teachers who wish to 
have their classes or individual pupils correspond with children in other 
lands may obtain information and addresses from the following sources: 


American Junior Red Cross, 17th and D Street, N.W., Washington, D.C. 

Caravan of East and West, Inc., 132 East 65th Street, New York 21, New 
York. 

International Friendship League, 40 Mount Vernon Street, Beacon Hill, 
Boston, Massachusetts. (All ages) 

' Jo’s Mail Hobby Exchange, 138 Passaic Street, Passaic, New Jersey. (All 

ages) 

Letter Writing Committee, People-to-People Program, World Affairs Cen- 
ter, University of Minnesota, Minneapolis 14, Minnesota. 
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Letters Unlimited, G. J. Raymond, 5718 Wigton Drive, Houston 35, Texas. 
(Ages 10-25) 

Pen Friends Division, The English-Speaking Union, 16 East 69th Street, 
New York 21, New York. (Ages 9-16) 

Student Letter Exchange, Waseca, Minnesota. (Ages 10-20) 

World Mailbag, 2 Hillcrest Road, West Nyack, New York. 

Youth Pen Pal Exchange, Box 6993, Washington 20, D.C. (Ages 10-20) 


5. MAKE GENEROUS USE OF THE STORY AND LITERATURE RESOURCES 

RELATED TO LIFE IN OTHER LANDS Storybook material dealing with 
children’s lives in other lands is increasing in abundance each year. Typi- 
cally, these little books are vividly illustrated and primary-grade children 
get as much from the pictures as from the story as the teacher reads it to 
them. As children advance to the second and third grades, some of them can 
read the stories themselves. The teacher will find a generous listing of 
materials in any of the following sources: 


American Association for the United Nations. Resource Handbook and 
AAUN School Manual. New York: AAUN. 

Buest, Nora E. and Gertrude G. Broderick. Books to Help Build Interna- 
national Understanding. Washington, D.C.: U.S. Department of 
Health, Education, and Welfare, Office of Education, 1956. 

Kenworthy, Leonard S. Introducing Children to the World. New York: 
Harper & Brothers, 1956. 

Tooze, Ruth. Your Children Want to Read. Englewood Cliffs, New Jersey: 
Prentice-Hall, Inc., 1957. 

Turner, Robert K. “Children’s Books About the United Nations,” Junior 
Libraries, Vol. 7, No. 3, November 1960. 

UNESCO. Teaching About the United Nations and the Specialized Agen- 
cies. New York: UNESCO Publication Center, 1959. 

World Affairs Materials. Brooklyn College, Brooklyn 10, New York. 


The program of instruction for international understanding in the 
middle and upper grades represents an extension upward of many of the same 
practices, procedures, and principles discussed with respect to the program 
in the primary grades. Because of the increasing maturity of the chil- 
dren, better developed reading skills, the nature of the curriculum con- 
tent in these grades, as well as the greater abundance of resource material 
available, a more direct approach can be taken to the study of people and 
life in other lands. In addition to the principles discussed in connection 
with the primary-grades program, the following would apply to the middle 
and upper grades: 


1. MAKE USE OF A WIDE VARIETY OF UP-TO-DATE LEARNING RE- 
sources With the great amount of material available in the way 
of books, pictures, films, filmstrips, magazine articles, television programs, 
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and resource persons, there seems little need for the teacher to depend 
entirely upon a single source for information about the country or com- 
munity studied. The textbook and encyclopedia may be good sources for 
factual data concerning the country—its geography, production, transpor- 
tation systems, methods of producing goods, and so forth. While such 
information is quite necessary, it does not give the pupil an opportunity 
to learn much about the everyday lives and feelings of the people who 
live there. This can be accomplished through stories and literature, art, 
music, folk songs, pictures, films, filmstrips, viewing slides, talking with 
people who have lived there, or listening to someone who has visited the 
country recently, 

It is perhaps true that there is much misinformation obtained by pupils 
in the study of other countries in the middle and upper grades. Teachers 
sometimes center unit activities around customs of the country which 
may be very unusual or even traditional, yet these are represented as life 
in that country in modem times. The story is told of the American child 
who visited The Netherlands with her parents and was surprised to learn 
that people in that country wore leather shoes. It is not proper to make 
sweeping generalizations about life in an entire country for the reason 
that it is impossible to make such generalizations with any degree of 
accuracy. For example, how can one describe a Japanese home? To do 
this, one would have to describe several different kinds of housing, such 
as fishing huts along the coast, farm homes in rural areas, modern homes 
in some of the large cities, and apartments. The kinds of homes the people 
of Japan live in depend on where they live, what they do for a living, and 
how much money they can spend for housing. We see, therefore, that great 
differences exist within a single country and to continue to think of entire 
groups of people as a single type is a serious error. Lives of people in other 
lands should be taught as they are today, not as they were a hundred years 
ago. 


2. INVOLVE CHILDREN IN ACTIVITIES WHICH REQUIRE ACTION BY 

THEM RATHER THAN DEPENDING ENTIRELY UPON A VERBAL APPROACH 
It was noted earlier that instruction intended to develop attitudes of 
greater acceptance is particularly vulnerable to verbalism. One way to 
combat this tendency is to have children apply what they have learned in 
carrying out some action. Such projects may take a variety of forms— 
exchanging letters with children abroad, participating in the Junior Red 
Cross program, planning and preparing dramatics activities, sending CARE 
packages abroad, visiting foreign restaurants, making maps, learning ele- 
ments of a foreign language, learning games and dances of another coun- 
try, collecting money for UNICEF, preparing murals or exhibits for others 
to see, visiting various churches in the community, collecting stamps or 
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This delightful photograph illustrates how young children can begin early in devel- 
oping an understanding of people in other lands. 


coins from various countries, and sharing their learnings with other children 
or their parents. 


3. CHILDREN IN THE MIDDLE AND UPPER GRADES SHOULD EXPLORE 

MORE DEEPLY SOME OF THE REASONS FOR THE DIFFERENCES IN 

WAYS OF LIVING People everywhere are products of their back- 
grounds—historical, geographical, sociological, psychological, and religious 
factors help explain how and why people live the way they do. Children 
in the middle and upper grades can begin to sense these relationships. 
They can learn, for example, how the presence of natural barriers such as 
mountains has tended to isolate people and that such barriers usually 
stabilize borders between nations; they can see the cultural impact of mis- 
sionaries, explorers, and colonists; they learn that modes of dress or types 
of homes people select are related to climatic conditions of the region; 
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they can understand why island people turn to the sea for their livelihood 
and desert people move toward water and food. When children are led to 
understand some of the basic reasons for differences in ways of living, the 
differences tend not to seem unusual to them. Rather, they come to the 
conclusion that people the world over are resourceful, logical, and show 
considerable ingenuity in dealing with environmental factors and forces. 


4. LEARN ABOUT THE UNITED NATIONS AND ITS SPECIALIZED 

AGENCIES Whether or not schools should teach about the United 
Nations has been a highly controversial issue in some communities in the 
United States. Since under our educational system such issues are resolved 
at the local level, teachers will need to decide whether or not to include 
the United Nations in their programs in terms of the policy of the district 
in which they teach. As a nation, we support the United Nations and are 
members of it. It has its headquarters within the boundaries of our coun- 
try. Our national policy is to trust that it will continue to be a strong force 
in averting wars and in settling international disputes equitably and peace- 
fully. 

Many American elementary schools teach about the United Nations 
and its specialized agencies. Such teaching occurs at several grade levels. 
Wilhelmina Hill, in reporting on teaching about the United Nations, lists 
the following activities as the ones most frequently employed by elemen- 
tary schools: 


1) Observing special days through assembly programs with songs, folk dances, 

and explanations of the nature and work of United Nations. 

2) Preparing bulletin board displays for U.N. Day. 

3) Giving U.N. programs for PTA’s. 

4) Writing to children in other countries which belong to the United Nations. 

5) Reading books about the United Nations. © 

6) Watching television programs about the United Nations or its personali- 
ties. 

) Discussing current events relating to the United Nations. 

) Viewing films, filmstrips, and slides about the United Nations. 

) Exhibiting dolls representing U.N. member nations. 

) Making a painting or model of the U.N. headquarters. 

) Discussing U.N. problems and accomplishments in class. 

) Participating in pupil “Security Council” or “General Assembly” meet- 
ings to gain some idea of procedures and debate techniques used in the real 
United Nations. 

13) Writing own versions of a “human rights charter” and comparing it with 

U.N.’s Universal Declaration of Human Rights. 

14) Making a mural for a class or school “Security Council.” 

15) Writing creatively of peace and peoples, freedom, and children’s own 

ideas about the world. 

16) Listening to music of other lands. 

17) Mecting visitors from other United Nations countries. 
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18) Locating U.N. member countries on globe and wall maps. 

19) Visiting U.N. headquarters by classes or with parents, and sharing these 
visits with others through talks, pictures, and exhibits. (Even Hawaii re- 
ports that many teachers and pupils have visited the U.N. buildings.) 

20) Using songs, poems, games, informal dramatizations or conversations in 
the languages of one or more other member countries.> 


In the Twenty-fifth Yearbook of the National Council for the Social 
Studies, Schell provides illustrations of the following kinds of experiences 
children are having in elementary schools to gain fundamental under- 
standings basic to good international relations. Many of them could be 
included in the curriculum of most schools: 


Children are being sensitized to persons in other parts of the world. 
(Through contacts with service personnel, displaced persons, travel, chil- 
dren from other lands, exchange teachers, etc. ) 

Children are living cooperatively in their own communities with persons 

from other parts of the world. 

(Through having pupils with differing racial and national backgrounds 
work together on common projects toward common goals.) 

Children are communicating with persons in other parts of the world. 
(Through pen pals, exchange items, Junior Red Cross, foreign language 
programs, ) 

Children are learning to think in terms of the dignity and worth of persons. 
(Through greater teaching effort against development of stereotype 
people, learning to judge people on individual merit.) 

Children are learning to appreciate the contributions of people from all 

parts of the world. 

(Through reading, biographical studies. ) 

Children are seeking reasons to explain why people live and think as they do. 
(Through studies of ways of living, seeking explanations for customs of 
peoples. ) 

Children are contributing to the happiness and well-being of people in other 

parts of the world. 

(Through activities such as “adopted schools,” Junior Red Cross, ex- 
change projects. ) 

Children are thinking about their responsibilities for a world at peace. 
(Through class activities focused upon the personal responsibility one 
has for the welfare of others. ) 

Children are learning about organized efforts for world peace. 

(Through direct teaching about the United Nations and its efforts to 


maintain world peace.) ° 


5 Teaching About the United Nations in the United States, Bulletin No. 18, 
Washington, D.C.: U.S. Department of Health, Education, and Welfare, 1960, pp. 
28-29. 

@ Loretta Klee Schell, “Developing Intemational Understanding in the Elementary 
School,” Approaches to an Understanding of World Affairs, Twenty-fifth Yearbook, 
Washington, D.C.: National Council for the Social Studies, 1954, pp. 315-45- 
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Basic to sound programs of education for world understanding in the 
elementary school is the staffing of classrooms with teachers who are them- 
selves world-minded. This area of study is a relatively new field, and 
teachers are admittedly less well prepared to teach it than they are some 
of the material which has had a longer history in the elementary curricu- 
lum. Fortunately, the teacher need not avoid teaching world understand- 
ing because he lacks adequate background; he can learn. The bibliography 
at the end of this chapter contains an extensive list of books and materials 
which the teacher may use to extend his background of information if he is 
sufficiently concerned with the matter of developing a global perspective. 
To guide the teacher in such a self-study, the following description of the 
world-minded teacher may be helpful. Kenworthy describes the world 
minded teacher as one who is on his way to becoming: 


An integrated individual, skilled in the art and science of human relations, 
and conscious of the wide variety of behavior patterns in the world to which 
he may have to adjust. 


Rooted in his own family, country, and culture, but able to identify himself 
with the peoples of other countries and cultures. 


Informed about the contemporary world scene and its historical background, 
and concerned about improving the conditions of people everywhere. 


Convinced that international cooperation is desirable and possible, and that 
he can help to promote such cooperation. 


An intelligent participant in efforts to improye his own community and 
nation, mindful of their relationships to the world community. 


Clear in his own mind as to the goals of education for international under- 
standing, conversant with methods and resources for such programs, and 
able to help create world-minded children and youth. 


Buttressed by a dynamic faith or philosophy of life whose basic tenets can be 
universalized,? 


There is becoming available an increasing amount of resource material 
dealing with teaching for world understanding. Each month the profes- 
sional journals are likely to carry listings of sources of such materials; the 
alert teacher will encounter little difficulty securing teaching aids, reading 
material, and teaching suggestions on this topic for very little if any cost. 
The following is a listing of some of the better-known sources: 


American Association for the United Nations. Resource Handbook. New 
York: AAUN, 1957. 


T Leonard S. Kenworthy, “Developing World-Minded Teachers,” Approaches to an 
Understanding of World Affairs, Twenty-fifth Yearbook, Washington, D.C.: Na- 
tional Council for the Social Studies, 1954, p. 397. 
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American Friends Service Committee. As Children Share. Philadelphia, 
Pennsylvania. 

National Education Association. Committee on International Relations. A 
Selected and Annotated Bibliography of Resource Materials for Teach- 
ing About the United Nations. Washington, D.C.: N.E.A., 1958. 

UNESCO. Teaching About the United Nations and the Specialized 
Agencies. New York: UNESCO Publication Center, 1959. 

The United Nations: A Handbook of the U.N. Columbus, Ohio: Chas. E. 
Merrill Books, 1958. 

United Nations Office of Public Information, New York 17, New York. 

World Affairs Materials. Brooklyn College, Brooklyn 10, New York. 

American Field Service, 113 East 30th Street, New York, New York. 

Foreign Policy Association, 345 East 46th Street, New York, New York. 

World Affairs Center for the United States, U.N. Plaza at 47th Street, New 
York, New York. 


The teaching of international relations is not a new concept in ele- 
mentary education, but teaching for world understanding is. It is an area 
filled with possibilities and challenges for the modern classroom teacher. 
The outcomes of such instruction are of such importance as to transcend 
any yet conceived in the field of education. When the goals of teaching 
for world understanding are ultimately achieved, children everywhere will 
sincerely feel that “a foreigner is a friend I have yet to meet.” 8 There is 
no field more fertile for the teacher of vision and the one dedicated to the 
service of humanity. 


Extending Communication Through 
Foreign Languages 


THE teaching of a foreign language in public elementary schools has 
gever been widespread in the United States, but since 1950 interest in 
foreign language teaching has grown at a phenomenal rate. A report pub- 
lished in 1955 by the Department of Health, Education, and Welfare 
stated that in 1954 some 330,000 children from kindergarten through grade 
six were receiving foreign language instruction. The same source reports 
that 80 per cent of the elementary school foreign language programs had 
been begun in the 36 months prior to the publication of the report? A 
survey made in 1959 of 45 cities with populations of 200,000 or more re- 
vealed that 71.7 per cent of them have some type of foreign language in- 
struction in the elementary grades." It is evident, therefore, that many 


8 From an address by General Carlos P. Romulo to the Minnesota Education 
Association, Minneapolis, Minnesota, October, 1953. P k Hi 

9 Kenneth W. Mildenberger, Status of Foreign Language Study in American he 
mentary Schools, Washington D.C.: U.S. Department of Health, Education and Wel- 


fare, A J ; ; ' 
10 California Bureau of Elementary Education, Looking Ahead in Foreign Lan- 


guages, Sacramento: California State Department of Education, 1961, p. 5- 
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communities have added foreign languages to their elementary school 
curricula, a great many more include elements of foreign language in social 
studies units, and an increasing number of school leaders are indicating at 
least an interest in, if not a sympathy for, such programs. In communities 
where foreign language teaching has been tried in elementary schools, 
parents have expressed enthusiasm and satisfaction with it. Since foreign 
language teaching is usually related in one way or another to development 
of world understanding, a consideration of this topic is appropriate here. 

Most Americans have never had a great need for the knowledge of a 
language other than English. With few exceptions, people of the United 
States can travel hundreds of miles in any direction and find themselves 
in English-speaking territory. This contrasts sharply with the situation in 
western Europe, for example, where one need travel only a few miles to 
find himself unable to communicate with others in his native tongue. 
European schools, therefore, have traditionally included foreign language 
study; American schools have not. At mid-twentieth century, however, an 
increasing number of Americans are having primary contacts with non- 
English-speaking people and are, therefore, beginning to appreciate some 
of the problems of communication which have faced Europeans for many 
decades. A trip abroad is no longer reserved for the very wealthy. More- 
over, a continually greater number of Americans have contact with non- 
English-speaking people through employment outside the United States 
and with the military services. In those various contacts, the problem is 
not merely a matter of the American’s not being able to speak with non- 
English-speaking people but, more important, his lack of appreciation and 
respect for other languages, and, therefore, other people. Americans who 
have had no contact with another language tend to make unjustified value 
judgments with reference to languages. Well-intending, but uninformed 
Americans abroad have unquestionably lost our nation many friends be- 
cause of insensitivity and lack of appreciation of the language of othér 
peoples. 

Before embarking on a language program in the elementary school, 
careful thought must be given to the major goals of such a program. If 
the child is introduced to a foreign language in the elementary school, is 
it likely that he will recall this knowledge ten to twenty years later when 
he may go abroad? Can the teaching of a language to every boy and girl 
be justified on the basis that some will have contact with non-English- 
speaking people when a substantial number will not have such contacts? 
Presuming the child develops some competence with one foreign language, 
what assurance is there that it will be the one he will need later in life? 
What language or languages should be selected for study? How can one 
justify the inclusion of language study in an already crowded curriculum? 
What values are there in such study, if any? These are fundamental ques- 
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tions which indicate that teaching foreign languages has broader implica- 
tions than merely teaching fluency in another tongue. 

While there is a growing feeling of the importance of including lan- 
guage study in the elementary school curriculum, there is not unanimity of 
agreement concerning many of the details of implementing such a program 
or its primary goals. Perhaps the chief values of such programs do not lie 
in the development of fluent conversationalists in another language, but 
rather in the following broad learnings. 


VALUES OF FOREIGN LANGUAGE EXPERIENCE 


1) It helps the child understand that language is an invention of man and that 

ideas can be communicated equally effectively in many modern languages. 

There is no such thing as one language being better for all purposes than 

another, 

It encourages greater acceptance of other national groups as well as new- 

comers to the United States. Children are less apt to think that others 

“talk funny” if they have had some contact with another language. 

Through an introduction to languages, children become aware of the sim- 

ilarities that exist among many of the words in the Romance languages. 

Children learn that many English words are derivatives of words from other 

languages and vice versa. This helps combat attitudes of smugness regard- 

ing one’s own language. 

4) It develops interest in foreign languages, breaks down stereotyped notions 
of language learning being “hard,” thus serves to encourage interested pupils 
to elect language study at the secondary school level where fluency may 
be a primary objective. 

5) It provides another important means for the child to gain a better under- 
standing of national groups through direct contact with an important aspect 
of their culture—language. 

6) It gives the child who will pursue language study an invaluable familiarity 

e with pronunciation during his formative and uninhibited years. 

7 

8 


N 


w 


) It serves as a stimulus and motivational factor in the study of other people. 
) It helps develop an appreciation of the color and beautiful tonal qualities 


of some languages. x 

9) By focusing attention upon communication, it helps the child appreciate 
some of the problems caused by language barriers in the solution of inter- 
national problems which face the people of the world today. 


The inclusion of elements of a foreign language in the elementary 
school may be handled in several ways; two are in common use today. In 
the first arrangement the language is taught separately; in the second, the 
foreign language is integrated with other areas of study. The first method 
calls for the setting aside of a short period each day when instructional 
effort is expressly devoted to the direct teaching ot another language. Such 
programs usually begin in the middle grades, and are not often found below 
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grade four. It is felt that during the primary grades the child is ordinarily 
establishing the groundwork for his own language and the formal introduc- 
tion of a second language at this time may cause additional complications 
with reference to beginning reading, writing, and speaking in English. 
Usually, a single language is selected for study, and the class may be 
taught by a special teacher who comes to the room each day. The preferred 
arrangement, however, is to have the classroom teacher handle the foreign 
language teaching himself, providing, of course, he has sufficient fluency 
with it. This is consistent with the self-contained classroom concept and 
facilitates relating the language teaching to the total life of the classroom. 
If fluency is the primary objective of the language program, this type of 
systematic development is recommended. Because children have a natural 
curiosity and interest in languages at these ages (as evidenced by their 
devising language systems of their own, “pig Latin,” for example), and 
because of their willingness to participate in speaking activities without 
inhibitions and embarrassment, they make amazing progress under a sys- 
tematic program of language instruction, 

If fluency is not a primary consideration, many of the broader goals of 
language learning may be achieved in any grade by including foreign lan- 
guage teaching in other instructional activities of the elementary school, 
chiefly in social studies units. This arrangement does not call for the addi- 
tion of anything new to the curriculum but is simply an extension of what 
is already there. A high degree of proficiency in the language is unnecessary 
and can easily be handled by the regular classroom teacher who recognizes 
the value of such activities. The program may concentrate upon one lan- 
guage or upon a number of different languages during the year. The chil- 
dren learn simple greetings in the language, commonly used words and 
phrases, poetry and verse, songs, games, counting, names of animals, foods, 
telling time, asking directions, making simple requests, courtesy expressions, 
etc. Such teaching may be worked into the regular program of the class- 
room many times during the day in an informal manner and with little 
difficulty. Teachers who are willing to rouse themselves sufficiently from 
the routines of teaching to try something new and exciting will find the 
informal inclusion of elements of a foreign language challenging and 
rewarding. The values which accrue to children from satisfying experiences 
with another language are difficult to measure precisely, but certainly are 
great. 

Instructional materials and resources for foreign language programs are 
becoming more readily available. It is now possible to obtain printed 
material, recordings, and films for classroom use. Teachers who are inter- 
ested in initiating language programs in their classes should correspond 
with the Modern Language Association, 6 Washington Square North, 
New York, New York, for information concerning such material. 
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1) 
2) 


w 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 


Why do you think some people view the teaching of international under- 
standing with suspicion? 

What is the meaning of the term “ethnocentrism”? How is it related to 
prejudice, insularity, and narrow-mindedness? Is this similar to “provincial- 
ism”? Do ethnocentrism and provincialism contribute to the development of 
international understanding? 


What evidence can you find to indicate that insecurity leads to hostility 
and aggression? Do you believe that a teacher contributes to intercultural 
education and international understanding when he makes every effort to 
reduce the causes of insecurity on the part of children in the classroom? 
Select a topic suitable for unit study and show some of the possibilities it 
presents for teaching for world understanding. 

List and describe learning activities which might be used with children 
of varying ages to help promote international understanding. 

Why do you think the motives of the United States have been misunder- 
stood in its efforts to help underdeveloped areas of the world? What are 
some of the reasons that the prestige of the United States has suffered abroad 
in spite of the efforts of this nation in behalf of international understanding? 
What steps might the United States take to break down stereotyped notions 
of Americans which many people of the world have? 

What would be the advantages of a mass student exchange at the college 
level between various nations of the world? Do you think this would pro- 
mote the cause of world peace? 

What do you feel are the chief values of foreign language teaching in the 
elementary school? Do you think most elementary schools should include 
some program in a language other than English? 

Plan three or four foreign language activities related to a unit to be used in 
a grade in which you have a special interest. Try one of them out on your 
classmates. 
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CHAPTER 16 
Evaluation of Social Studies 
Learnings 


Evaluation of learning may properly be thought of as the method or 
methods used to determine the extent to which previously established 
goals, objectives, or purposes have been achieved. It is the process of com- 
paring the outcomes of instruction with the anticipated or stated objectives. 
Evaluation, therefore, always involves identifying values sought and es- 
tablishing expectations. Without previously stated values, there can be no 
true evaluation, Any evaluation that is not related to established objectives 
is simply an academic or instructional ritual. As the term is used here it 
presupposes that the participants in the evaluation have established some 
values and that these have been stated as anticipated outcomes or as aims, 
objectives, or goals. 

Earlier chapters of this book have repeatedly stressed the importance of 
continuous evaluation and the need to consider evaluation as an essential 
part of the teaching-learning process. This is necessary because a threefold 
relationship exists among objectives, teaching procedures, and evaluation. 
Compatibility must be maintained in this relationship for what occurs in 
one part of this instructional triangle directly affects the other two. (See 
Figure 31.) It would be inconsistent, for example, for a teacher to state 
objectives dealing with the development of group-work skills, social sen- 
gitivity, and democratic values, and, at the same time, utilize teaching pro- 
cedures which are authoritarian and evaluate only subject-matter outcomes 


Objectives 


[Teaching Procedure ——> Evaluation | 


Figure 31. The instructional triangle. 


with the use of a paper and pencil test at the end of the unit. Since 
objectives, teaching procedures, and evaluation are related to the extent 
that they are, evaluation should not be regarded as something which is 
reserved for the end of the unit but should occur often while the unit is 


in progress. At the time the teacher is stating objectives for the unit, he 
379 
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should be thinking of ways he will evaluate outcomes. He will then utilize 
teaching methods which are in harmony with such plans and will modify 
any or all of these three aspects of the instructional process during the 
course of the unit, if necessary. This reconstruction of goals and purposes 
is essentially what is meant by the term “emerging goals.” Since the chief 
purpose of evaluation is to make certain that recognized goals are being 
achieved, this can best be accomplished if evaluation is conceived as an 
integral part of the teaching itself. If evaluation is deferred until the unit 
is completed, there is not much the teacher can do to bring about an 
improvement of learning. He cannot go back and reteach the unit in an 
effort to attain certain objectives which have been neglected. He can only 
use such information to guide his future planning and teaching. This repre- 
sents a somewhat limited use of evaluation. 


Appraising Pupil Growth in Social Studies 


MANY people associate the administration of tests with the term 
“evaluation.” Testing is only one of several evaluative devices, techniques, 
or procedures which may be employed in appraising pupil progress and 
growth. Actually, most teachers are making evaluations almost continually 
without being aware of it. Whenever they make a judgment which has 
to do with the values sought in the social studies unit, they are evaluating. 
This can and usually does happen several times each day. Evaluative pro- 
cedures have not always included the more informal methods of evaluation 
which are in use today but have depended upon measuring instruments— 
tests—almost exclusively. Perhaps for this reason tests and evaluation are 
erroneously thought of synonymously. Most schools now accept the 
broader concept of evaluation and do not rely entirely upon objective tests 
for appraising the child’s learning. Some of the more commonly used 
techniques and devices are described on the pages which follow. j 


GROUP DISCUSSION Group discussion may be used to appraise the 

progress of the class in terms of plans and standards previously 
established. Discussion will activate thinking along the lines of self-evalua- 
tion; it helps clarify and remind children of learning goals; it is helpful 
in establishing an attitude of looking forward to progress and growth. As 
a matter of teaching procedure, it is a good plan for the teacher to reserve 
some time near the end of every social studies period for the class to 
discuss its progress and to make plans for the next day’s work. As was noted 
earlier, this helps children crystallize their thinking, helps identify concepts 
needing further study, and reminds them of the things they are learning 
in social studies. In addition to the daily discussions of the progress of 
the class, this technique may also be used in a variety of other situations, 
a few examples of which are: : 


Evaluation of Social Studies Learnings 381 


1) as a follow-up of a major class activity such as a field trip, a school service 
project, a dramatization, etc. 

2) as a method of evaluating group reports, unit projects, creative dramatics 
activities, etc. 

3) asa means of improving small group endeavors. 

4) as a means of evaluating behavior of the class at a school assembly, in the 
lunchroom, or on the playground. 

5) as a method of working out some problem of human relations within the 
classroom. 

6) asa means of bringing to light attitudes which may be held by pupils. 

7) as a means of verifying information obtained through individual study. 


The use of discussion as a technique of evaluation necessitates the 
identification of standards which are to be attained and a knowledge of 
what is expected on the part of the pupils. This means that in most cases 
the teacher and the class will have to decide upon standards which apply 
in a given situation. For example, if a class is about to engage in an activity 
calling for small committees, the following standards may be agreed upon: 


) Work quietly, so others may work, too. 

) Know where the materials are. 

) Arrange with other groups to borrow materials. 
) Speak quietly to other committee members. 

) Stop work as soon as the bell rings. 

) Arrange and clean up the area after work. 


Specific work standards of the type just described should be posted on 
a chart in the room for all to see and ought to be referred to and used 
when the work of the class is being evaluated through discussion. Verbal 
agreement on standards is not sufficient for young children—they forget 
from day to day just what the standards are. Posting the standards and 
“discussing them without “harping” on them, helps remind children of their 
responsibilities and enhances learning. Knowledge of progress is a strong 
force in the motivation of learning and a knowledge of areas in which 
improvement is needed helps give direction to learning. The use of class 
discussion as an evaluative technique can serve both of these purposes ad- 


mirably. 


OBSERVATION By observing each child, noting especially his com- 
ments, relationships with peers, attitudes, feelings, and new interests, 

the teacher may notice changes in behavior in and out of the classroom. — 
Observation is among the best techniques available to the teacher in 
learning about children, appraising their growth, and sensing their needs. 
While all teachers use this method of pupil appraisal, not all are equally 
skillful in its application. It is perhaps true that much of what is called 
observation of pupils might better be described as a disorganized set of 
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impressions which the teacher obtains during the course of instruction 
pretty much on a catch-as-catch-can basis. The teacher who makes the 
most of observation is the one who knows what he is looking for, systema- 
tizes his observations in some manner, and makes some attempt to objectify 
the data so obtained. To this end it is suggested that the teacher: 


1) 


Spell out exactly and unambiguously the traits to be evaluated in this man- 
ner and state evidences of these in terms of child behavior. For example, if 
the teacher desires to observe a child’s behavior to determine whether or 
not he is growing in his consideration for others, he might look for such 
things as the following: 


Does the child 
A. show respect for the ideas and feeling of his classmates? 
B. abstain from causing disturbances which make it impossible for 
others to do their best work? 
c. carry his fair share of the work load in a small group? 
. enjoy giving a classmate an “assist” when needed? 
E. display sensitivity to injustices which may occur in the course of life 
in and out of the classroom? 
F. return borrowed materials? Obtain permission to use materials which 
belong to others? 
G. observe rules established by the group? 
H. fulfill his responsibilities on time? Avoid doing things which hold up 
the progress of the class? 
Rather than observing “in general,” select certain pupils for intensive ob- 
servation and study. This intensive observation might be limited to certain 
specific situations. For example, just what happens to Billy when he is 
placed on a committee to do some project in connection with a social 
studies unit? How can the situation be changed to help him develop more 
responsible habits of work in a group situation? The purpose of observations 
of this type, of course, is to gain insight into the child’s behavior and not, 
to sharpen the teacher's eye for minor infractions of room rules. 
Not depend upon memory as a device to record observations. Keep a written 
record of data obtained through observation and maintain this record over 
a period of time to establish a definite pattern in the child’s behavior. At 
best, observation is a highly unreliable method of appraising growth and 
without a record of the observations, it is of little value indeed. The written 
record may take the form of anecdotal accounts, a check list system, or a 
rating device. Data of this type are extremely helpful in interpreting and 
teporting the progress and growth of children to their parents. 


v 


CHECK LISTS Check lists may be constructed from previously es- 
tablished specific goals and can be used either by the teacher or by 


the children themselves in evaluating progress. It is a good practice for 
classes to work out short check lists cooperatively and apply them to their 
work individually. They may be used when children are giving reports or 
short talks to call attention to clarity of speaking, new information pre- 
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sented, use of visual material, extent of preparedness, and other respon- 
sibilities of the speaker. A similar check list may be devised to cover the 
responsibilities of the listening audience. An example of a self-evaluation 
sheet developed by a teacher with his class is reproduced in part below: 


ml 
DATE ee NAME 
1. Outstanding 3. Satisfactory 
2. Above average 4. Needs improvements 
Ist week 2ndweek 3rd week 4th week 
1. | brought something from outside of Thal 
school, ‘| 
2. | contributed to class discussions. 
3. I planned my work carefully. 
+— —4- 
4. I did my job in my committee. 
— 
5. 1 contributed ideas, suggestions and facts 
in my committee. 
ó. I cleaned up quickly and cheerfully. 
P q y Y- 
7. | made use of several resources. 
8. | listened courteously when others were 
talking. 
9. I applied the suggestions of others. | 
10. | followed directions carefully. | 
jas 


Figure 32. Self-evaluation sheet. 


» 
In addition to the check lists developed and used by the children for 


self-appraisal, the teacher may devise similar check lists for his own use 
in recording the behavior of children. As previously noted, this procedure 
adds objectivity and reliability to the teacher's observation of children. 
The specific points to be checked would be the behavior characteristics 
which provide evidence either of the presence or absence of the trait under 
study. Commercially prepared behavior rating scales may be used for the 


same purpose. 


CONFERENCES Conferences with the child are helpful in assisting 
him to establish a sense of self-evaluation leading to increasing self- 
direction. The teacher-pupil conference can be of great help in discovering 
particular learning problems and difficulties children are having, gaining 
insight into their feelings about their school work, becoming aware of 
special personal-social problems the children may be having, and as a 
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method of assisting every child individually in a very personal way. The 
quality of instruction in the elementary school would unquestionably be 
markedly improved if the teacher could spend an hour of each day in 
ten-minute individual conferences with children. As matters now stand, 
teachers find little time during the school day which may be used for 
such purposes. But for those children who appear to need the personal 
contact with their teacher which a conference can give, time should be 
found for them. 

A conference will be of little value if the teacher does all the talking 
and the child all the listening. In fact, it might be said that the confer- 
ence will have a detrimental effect if it results in greater feelings of inse- 
curity on the part of the child. Scoldings, threats, admonishments, and 
the “third-degree” treatment have no place in the type of conference under 
discussion. The thought, rather, is a friendly, helpful approach which 
results in greater feelings of personal worth on the part of the child along 
with some constructive and concrete helps for improving his work. This is 
the guidance and counseling approach to teaching and is one with which 
elementary teachers should be thoroughly familiar because of their close 
working relationship with pupils. 


ANECDOTAL RECORDS An anecdotal record is a description of some 

incident or situation in the life of the child. A collection of such 
descriptions of pupil behavior kept over a period of time, therefore, pro- 
vides the teacher with a documentary account of changes of behavior which 
have occurred or which are in progress. It is another way of systematically 
recording observations. Anecdotal records should indicate the date and 
time of the incident, the circumstances under which it occurred, and an 
objective description of the situation. If an interpretation is made of the 
incident, it should be kept separate from the description of the actual | 
happening. Bradfield and Moredock suggest that proper anecdotal record- 
ing is characterized by the following: 


1) What is written down is what was seen or heard. Inferences, guesses, 
assumptions are omitted unless they are clearly labeled as inferences, guesses 
or assumptions. 

2) The observer has determined what aspects of behavior are related to the 
dimension being appraised. He observes these only and records these only. 

3) If the record is to be cumulative, a plan of periodic observation and re- 
cording is established and adhered to. 

4) Words and phrases are used whose meaning is clear, and, so far as possible, 
unequivocal. 

5) Words and phrases are employed that are definable in terms of things rather 
than other words. Concrete statements are preferred to abstract ones, For 
example, “He became pale and his hands trembled,” not “He was dis- 
turbed.” 
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6) Words and phrases that have strong emotional connotations are avoided, 
i.e., love, hate, insolent, courteous, loyal, dishonest, etc. 

7) Words and phrases are avoided which express the observer's judgment, or 
his opinion, and not just his perception. Among the frequently encountered 
“judgmental” terms that should be avoided are these: 

a. well-behaved 

. delinquent 

aggressive 

. didn’t try 

industrious 

nervous 


. happy? 


exh DO BP 


WORK SAMPLES The practice of saving samples of pupils’ work by 

the teacher is similar to the parent who cuts notches on the inside 
of a closet door recording the height of his child at various ages. Both the 
parent and the teacher may know that growth is occurring but because 
of their continuous contact with the child on a day-to-day basis, growth and 
progress are imperceptible. They need, therefore, a specific example of the 
child’s status at one point in time in order to judge his growth or progress 
at a subsequent time. The greater the time interval between the two 
samples, the greater should be the evidence of change. 

Work samples which are saved for this purpose are usually written 
material and may include a report, a story, a classroom test, an explanation, 
a booklet, or a research project. The teacher might also want to save map 
work of the child, illustrative materials he has prepared, art work done in 
connection with the social studies, or a small construction project. The 
tape recorder may also be used to obtain a sample of the child’s spoken 
word. For example, children find it revealing and profitable to hear reports 
privately which they have made to the class at various times during the 
school year. The same device can be used by the entire class to evaluate 
their progress in discussions, dramatizations, and similar speaking situations 
involving the entire group. Care must be taken, however, to ensure that 
such procedures do not call attention to speech disorders which specific 
children may have. 


EXPERIENCE SUMMARIES Experience summaries placed on charts 

are used to abstract learnings and to record a particular learning 
experience. They are ordinarily constructed cooperatively by the teacher 
and the class and are used to record and evaluate a single or specific experi- 
ence rather than a series of experiences. For example, when the group 
returns from its trip to the dairy farm, they may summarize some of the 
important things they have learned as a result of the trip and place these on 


1J, M. Bradfield and H. S. Moredock, Measurement and Evaluation in Education, 
New York: The Macmillan Company, 1957, P- 54- 
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a chart in the classroom. The chart may then be used to evaluate the extent 
to which they found out the things they set out to learn in planning the 
trip. 


DIARIES AND LOGS Diaries and logs are similar to experience sum- 

maries except that they are kept on a continuing basis. Each day the 
class may summarize its progress and record it on a chart or in a notebook 
which is kept by the class. This provides the class with a running account 
of its work in the unit and is very helpful in reviewing and checking on 
previous plans and decisions as the unit progresses. In the final phases of 
the unit the class, by referring to their log, may recall many details of 
their work which would otherwise be overlooked or forgotten. In the 
primary grades, the teacher will have to assume much of the responsibility 
for recording the material to be placed in the log although children can 
and should assist in deciding what is to be recorded. In the middle and 
upper grades, individual children or committees can assume much of this 
responsibility if they are given some help and guidance by the teacher. 


SOCIOMETRIC DEVICES Sociometric devices are used to evaluate 

growth in social relations, and/or to observe changes in the social 
structure of a group. In order to be used effectively for either purpose, they 
should be applied more than once to the group. Data collected in this 
manner indicate the structure of the group at the time the data were 
obtained and in terms of the reason for which the children made their 
choices. Social relationships change and with young children these changes 
occur frequently, The younger the children are, the less stable their friend- 
ships are. As an example, a first-grader’s “best-pal’” one day may be ignored 
by him the next; the third day he may be his best pal again. Such unpre- 
dictability of friendship patterns would have a devastating effect upon 
a sixth-grader. Sociometric devices are, therefore, less reliable at lower levels” 
than when the children are older and more consistent in their choices of 
children with whom they wish to work or to play. 

Carefully administered, sociometric devices will be helpful to the 
teacher in appraising the extent to which (1) peripheral children have 
won greater acceptance by the group, (2) leadership roles have shifted, (3) 
preferences of children for one another have changed, and (4) strong in- 
groups have become more flexible. Assuming that the teacher has in mind 
the direction in which these changes would be most desirable and beneficial 
in terms of human relationships in the class, he is able to evaluate the 
progress the class has made over a period of time. Specific directions for 
the application of sociometric devices can be found in Chapter 7. 


TEACHER-MADE TESTS Classroom tests constructed by the teacher 
are usually used to appraise the child’s growth and progress in the 
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more factual outcomes of social studies instruction. While paper and 
pencil tests may be used successfully with primary-grade children, their 
value increases as the child moves into the middle and upper grades. Such 
tests are of maximum value when they are constructed to test basic un- 
derstandings, concepts, and knowledges rather than simply the facts related 
to the topic under study. Too frequently questions dealing with who, what, 
when, where, and how many take precedence over more reflective and 


Figure 33. Teachers can devise tests of this type to evaluate growth in map reading 
ills: 


Underline the correct answer: 
1) The land north of A is (a swamp), (a desert), (mountainous). 
) The mouth of a river is located near letter (A), (B) (C). 
) The city at D is perhaps a (capital), (seaport), (mining town). 
) The river flows (from southwest to northeast), (from northeast to south- 
west), (from east to west) . 
) An island is marked by the letter (A), (B), (F). 
) A railroad runs between (B and C), (D and B), (D and C). 
) The letter E marks (a bay), (a peninsula), (an island). 
) A peninsula is shown on this map at (B), (G), (C). 
) A delta might be found just north of (C), (A), (B). 
) The letter G is due north of (C), (A), (B). 
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penetrating items such as those which call for knowing why, for what rea- 
son, and how do we know. An important requirement of any good test is 
that it should enhance and encourage desirable study habits. Overemphasis 
upon recall of minutia and inconsequential details inevitably leads to rote 
memory of facts without understanding their significance or without relat- 
ing them to the basic and underlying key ideas. When the teacher makes 
use of conventional objective-type test items such as multiple choice, 
alternate response, completion, recall, and matching, he should make cer- 
tain their construction is technically correct. Many of the standard works 
on measurement and evaluation discuss in detail the advantages and lim- 
itations of various objective-type test items as well as suggestions for their 
construction, 

‘Teacher-made tests are particularly valuable in evaluating growth in 
certain social studies skills. Tests designed to measure the child’s skill in 
using a map—locating places, identifying map symbols, reading the legend, 
understanding scale, interpreting map data, recognizing land forms—are 
a necessary part of instruction in the use of maps. An example of this 
type of teacher-made test appears on page 387. Similarly, short tests can be 
designed to evaluate the child’s ability to use reference material, to read 
social studies materials, to understand the vocabulary of social studies, to 
evaluate news stories, to distinguish between fact and opinion, and other 
social studies skills. 

In addition to their use in evaluating growth in understandings and 
skills, teacher-made tests may also be used to gain valuable insights into 
the child’s attitudes and beliefs. When used for this purpose, they may 
take a somewhat different form than the traditional classroom test. Some 
teachers find it helpful to present the child with some problem or situation 
and ask him to respond to it orally, by drawing, or by writing. Usually 
children are asked to tell how they would feel if they were the principal 
in the story or what they would do if they found themselves in such £ 
situation. The following examples illustrate how such testing situations 
were used at two levels. 


FIRST GRADE LEVEL: 
A first grade teacher posted a picture of a toddler with his mother in a 
supermarket. The child reached up and pulled out an orange from the dis- 
play and the entire pyramid of oranges tumbled to the floor. The picture 
shows the child with an orange in his hand, oranges all over the floor, a dis- 
tressed storekeeper standing nearby and a very surprised and embarrassed 
mother. Beneath the picture the teacher had written the following story: 

Baby wanted an orange. 

He pulled one out. 

Down they all came. 

What will Mother do now? 
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The class discussed the picture and read the story. Many related having 
similar experiences which led to a discussion of conduct in stores. The feel- 
ings of Mother were discussed as was the fact that the storekeeper would 
have additional work. Some children with younger brothers or sisters indi- 
cated that small children always do things like that and are “pests” while 
others felt they had some responsibility for teaching and helping younger 
brothers and sisters. The teacher found the children’s responses to “What 
will Mother do now?” particularly interesting because of the degree of 
severity with which they thought Mother should deal with Baby. Some 
thought he should be severely spanked on the spot, others felt Mother 
should scold, others thought he was too young to know better and should 
not be punished at all. 


SIXTH GRADE LEVEL: 

The teacher displayed a picture taken from the cover of a popular magazine 
showing an exceedingly awkward, gangly, oafish rookie reporting in uniform 
to a baseball dugout. Some members of the team seated in the dugout are 
whispering to one another and gesturing in the direction of the rookie, The 
children were asked to write (1) what they would do if they were a member 
of the team, and (2) how they would feel if they were the new player. 


While methods of the type just described are helpful in gaining a better 
understanding of children, the teacher is cautioned against overestimating 
the significance of such responses if they are taken singly. The understand- 
ing of a child may be likened to a giant jigsaw puzzle—the more parts the 
teacher can fit into place, the more complete the picture becomes. A single 
part taken by itself is meaningless, Data collected with the intent of un- 
derstanding children and evaluating their growth must be obtained from 
a wide variety of sources and pieced together carefully if valid judgments 
are to be made concerning the child’s progress. Teacher-made tests repre- 
sent just one of many such sources which the expert teacher will use. 


PUPIL INTEREST INVENTORIES Pupil interest inventories are useful 

in identifying particular likes and dislikes of children, types of learn- 
ing they feel most satisfying, activities they would like to repeat, out-of- 
school activities, clubs, hobbies, etc. The instrument used to obtain this 
information may take a variety of forms. The teacher may simply be inter- 
ested in obtaining facts related to the life of the child. A series of direct 
questions is prepared and the child responds to them in yes-no fashion. 
For example, 


To be answered “Yes” or “No”: 

1) Do you play a musical instrument? 

2) Are you a member of the Cub Scouts, Brownies, or Bluebirds? 
3) Have you ever ridden in an airplane? 
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4) Do you have a television set in your home? 
5) Do you have a library card? 
6) Have you been to the Science Museum during the past year? 


The same direct question procedure may be used to have children indicate 
whether they like or dislike various situations, activities, or things—although 
responses dealing with children’s feelings (as opposed to responses to 
questions of fact as above) are likely to be less reliable. 


To be answered “Yes” or “No”: 

1) Do you like to play baseball? 

2) Do you enjoy clubs such as Cub Scouts, Brownies, or Bluebirds? 
3) Do you think it would be fun to have a garden? 

4) Do you have a favorite TV show? 


Or, 

Write “L” if you like the activity; “D” if you dislike it: 

1) Playing a musical instrument. 4) Helping around the house. 
2) Reading a book. 5) Going to the library. 


3) Watching TV. 
The questionnaire may also be organized in terms of paired comparisons: 


Underline the part of each sentence which tells what you would do if you had 
a choice between the two activities presented: 


1) Would you rather go fishing or read about an exciting fishing trip? 

2) Would you rather have a new football or a chemistry set? 

3) Would you rather watch a True Science program on TV or watch a ““West- 
ern?” 

4) Would you rather go to the library or build a model airplane? ) 


Questionnaires of a less general nature may be prepared and used at the 
conclusion of a unit to find out which activities children enjoyed most or 
felt were most worthwhile for them. As an illustration, the teacher might 
list the activities as follows and have the children mark those they liked 
very much (L) and those they did not like (D): 


1) Reading from our text. 6) Making soap carvings. 
2) Using the library. 7) Taking the field trip. 
3) Reporting to the class. 8) Doing research. 

4) Making the mural. 9) Acting out the parts. 
5) Working in committees. 10) Doing folk dances. 


STANDARDIZED TESTS Standardized tests are helpful in obtaining 
an objective measure of progress and growth in the more tangible 
outcomes of social studies instruction, i.e., those which are amenable to 
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measurement procedures. This means they cannot be used to evaluate 
many of the broader goals of social studies instruction, since they are 
usually confined to the measurement of growth in subject-matter knowl- 
edge or to the measurement of the child’s growth in skills. Standardized 
tests have a valuable contribution to make in the appraisal of a child’s 
growth in social studies but, to supplement them, the teacher will want 
to utilize many of the informal devices and techniques previously described. 

Standardized tests gain their strength by providing the teacher with an 
objective yardstick to measure growth in learning. Furthermore, the teacher 
can compare the progress, growth, or achievement of his group, or any 
child in the group, with other children of the same age and grade. The 
chief obstacle to their wise use, however, is that teachers have a tendency 
to regard the grade norm as a standard which all must achieve if their 
progress is to be regarded as satisfactory. In other words, teachers feel that 
all children must attain a grade score on the test equal to their present 
grade status. This is a completely erroneous approach to the use of stand- 
ardized tests. The teacher should recognize that the grade norm represents 
an average performance. For many children this level of achievement 
expectation will be too low; for others it will be too high. The teacher 
can reasonably expect the range of achievement in any unselected grade 
group to range from two to four grades below, to two to four grades above 
the grade norm. This range will be less in the lower grades but becomes 
wider as the children move into the higher grades. Just what constitutes 
an adequate and satisfactory performance on the test will depend upon 
factors resident in individual children. Standards or levels of achievement 
expectation, therefore, should properly be established in terms of the capa- 
bilities of individual children and should not be dictated by the norms 
of a standardized test. 

Published tests in the social studies differ in the extent to which they 
*mphasize various social studies outcomes. Some are almost entirely subject- 
matter tests or tests designed to measure the child’s status with reference 
to understandings and knowledges. Such tests can be of value only if the 
content of the test and the content of the social studies curriculum are 
the same. The test will lack validity to the extent that it lacks congruity 
with the curriculum. For example, if the teacher were administering a test 
which was heavily loaded with items about life in early America, the chil- 
dren would not do well on the test unless the material had actually been 
taught. It would be inconsistent and improper to use such a test if the class 
had studied a series of units dealing with their home state that year. It 
should be emphasized that decisions on the curriculum content should 
come first and the selection of the test second rather than the other way 
around. In selecting a test, the person making the selection should ascertain 
that its content is compatible with the curriculum in the particular school 
in which it is to be used. 5 

To side-step the issue of building a social studies test to fit the diverse 
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programs now operating throughout the country, some test makers have 
placed emphasis upon skills rather than content. Somewhat the same 
social studies skills should be developed in the grades irrespective of the 
topics studied. Children should be learning to read maps, to use basic 
reference materials, to read social studies material with understanding, and 
so on. Moreover, many of the subject-matter outcomes tend to be rather 
short lived, since the rate of forgetting factual material is high, while 
mastery of the skills tends to be more permanent. Some teachers feel that 
standardized tests in the social studies are most useful for measurement 
of such permanent learnings and prefer to evaluate subject-matter outcomes 
through the use of teacher-made classroom tests. 

The following is a partial list of standardized tests which contain sec- 
tions dealing with elements of social studies, or are entirely devoted to 
the measurement of social studies outcomes: 


Stanford Achievement Test, Harcourt, Brace and World, Inc., New York, 
New York 

Coordinated Scales of Attainment, Educational Test Bureau, Minneapolis, 
Minnesota 

Metropolitan Achievement Tests, Harcourt, Brace and World, Inc., New 
York, New York 

SRA Achievement Series, Science Research Associates, Chicago, Illinois 

Sequential Tests of Educational Progress: Social Studies, Level 4, Grades 
4-6, Educational Testing Service, Princeton, New Jersey 

Towa Every-Pupil Test of Basic Skills, Houghton Mifflin Company, Boston, 
Mass. 

California Tests in Social and Related Sciences, California Test Bureau, 
Los Angeles, California 

Tests of Critical Thinking in the Social Studies, J. W. Wrightstone, Bureau 
of Publications, Teachers College, Columbia University, New York, 
New York p 


It follows logically that if varied outcomes are expected from social 
studies instruction, a broad basis of evaluation must be utilized as well. 
Effective evaluation depends in no small measure on the teacher's ability 
to select the appropriate means of appraising pupil growth in accordance 
with the established goals. The teacher should constantly look for evi- 
dences of growth in the child’s ability to enter into class discussion, plan, 
lead, answer questions, assume responsibility, show consideration for 
others, share, take part in group endeavors, and apply his learning to 
everyday living. The primary goal is continuous progress and growth in 
the many dimensions of human relationships for each child. 

The teacher’s choice of the particular means of evaluation for each 
learning is, therefore, a matter of utmost importance. In making the 
choice, he should recognize that the soundness of any evaluative tech- 
nique, device, or instrument rests upon two basic assumptions, namely: 


————— 


Evaluation of Social Studies Learnings 393 


1) The method of evaluation consistently produces similar results. (In the 
field of measurement the technical term reliability is used to define this 
quality of measuring instruments. ) 

2) The technique, device, or instrument does, in fact, evaluate pupil growth 
in the particular value being considered. (In the field of measurement the 
technical term validity is used to describe the extent to which an instru- 
ment measures what it purports to measure. ) 


If the teacher uses standardized tests, the test manuals will usually state 
indices of reliability and provide data relative to the test’s validity, which 
were obtained in the standardization. It is also possible for the teacher 
to compute indices of reliability and validate his own tests through the 
use of statistical procedures. Because of the complexities involved in such 
operations and the lack of technical knowledge of measurement on the 
part of most classroom teachers, these indices are rarely obtained on 
teacher-made tests. Most teachers depend upon “face” validity and assume 
reliability; they exercise their best judgment in determining whether or 
not the test measures what it is supposed to measure and that it will do so 
consistently. The evaluative technique, device, or procedure will lack relia- 
bility and validity to the extent that the teacher's judgment is in error in 
this respect. 

When the teacher begins to use evaluative techniques and devices other 
than tests, the problems of determining reliability and validity become 
even more severe. How consistent are teachers in their observations of 
children? Does a child’s behavior in a given situation really indicate the 
extent to which he is socially sensitive under other conditions? Are class- 
room discussions truly an indication of changes in pupil behavior in life 
outside the classroom? Does the fact that children’s friendships change 
frequently have anything at all to do with the reliability of sociometric 
@levices? How often do children act the way they do and say the things 
they do because they know it will please their teacher, although their basic 
behavior remains unchanged? These questions and many more like them 
are the sort the teacher should ask himself as he uses the various evaluative 
techniques. The answers to most questions such as these will be relative— 
they may be answered affirmatively or negatively with qualifications. Be- 
cause social studies deal with many dimensions of behavior which are for 
the present impossible to quantify, the teacher depends heavily upon 
judgment in making evaluations of children’s growth. It is for this reason 
that evaluative procedures need to be scrutinized carefully and frequently. 

In general it may be said that any evaluative device or procedure should 
be as objective as possible. Objectivity strengthens reliability directly and 
validity indirectly, Some method should, therefore, be used to systematize 
and objectify the informal procedures which are used. It is better, for 
example, for the teacher to observe specific elements of a child's behavior 
than simply to observe the child with nothing especially in mind for 
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which to look. It is better for a class to evaluate its work if they have a 
set of standards, criteria, or values from which to work, than it is simply 
to talk about how well they did. Check lists, rating scales, or similar de- 
vices are helpful in maintaining objectivity and ensuring that certain 
aspects of the evaluation are not omitted inadvertently. It is also recom- 
mended that evaluative statements be supported by several actual examples 
of situations which demonstrate evidence of changed behavior on the part 
of the learners. 

The educational literature dealing with evaluation of pupils’ learning 
stresses the importance of obtaining evidence of changed behavior on the 
part of the learner which can be attributable to the effects of an instruc- 
tional or educative experience. In the main, this is a sound approach to 
the evaluation of leaming—it has been recommended several times 
throughout this text. But using observation of behavior without fully 
understanding the reasons which lie behind the behavior can be a mis- 
leading indicator of the extent to which learning has occurred or whether 
school instruction accounts for such learning. The following example 
illustrates this point vividly. 


Let us assume a young child, Billy, has had an adjustment problem in 
school, He was uncooperative, disruptive, and bullied other children. The 
teacher arranged a conference with the mother at which time the problem 
was described and discussed. The mother seemed submissive and in broken- 
English assured the teacher that the home would do what it could to help. 
That evening she related the teacher's comments as best she could remem- 
ber them to Billy's father who became furious and severely punished the 
child. Moreover, he promised the child to expect to be dealt with similarly 
should he hear of any more such “foolishness” in school. 

Satisfied that she had “really gotten some place” with the mother, but 
really not expecting much help from the home, the teacher decided to en» 
gage the class in a dramatic play activity, with the thought of giving Billy 
an opportunity for “more satisfying experiences with others.” This activity 
was repeated on several successive days and the teacher noticed that the 
child’s behavior had changed remarkably. She said to herself, “Billy was 
able to reorganize his self-concept through a series of successful and satisfy- 
ing experiences with others made possible through dramatic play activity.” 
She decided to write an article for a professional journal on the stibject. 


Now it may very well be that the teacher's conclusion was a correct one; 
it also may be that the child’s school experiences had nothing at all to 
do with his “new look.” If the change was a permanent one, it was 
perhaps the result of a changed attitude on the part of the teacher as a 
result of the conference with the mother, plus the experiences in school, 
plus the experiences at home, plus other circumstances, conditions, or 
experiences of which neither the home nor the school were aware. The 
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social life of the school child is multidimensional and is influenced by 
many factors and a multiplicity of experiences in and out of school. The 
teacher can rarely, if ever, be absolutely certain that a child behaves or 
reacts the way he does because he has had a given school experience. 


Teacher Self-Appraisal in the Social Studies 


waen the teacher is appraising the growth of pupils in the social 
studies, he is indirectly evaluating his own effectiveness as a teacher. If 
he satisfies himself that the outcomes of instruction were reasonably con- 
sistent with his original purposes and objectives, he assumes his teaching 
was at least satisfactory. But using pupil progress as the sole criterion in 
evaluating one’s teaching procedures can be both misleading and in 
serious error. Suppose, for example, the teacher set very limited goals 
for his social studies instruction, let us say, the mastery of certain facts 
related to the unit under study. His evaluative procedures, of course, would 
reflect such purposes as would his method of teaching. If it happens that 
the children demonstrate a knowledge of such facts as have been taught, 
the teacher assumes his teaching has been effective. If an outsider were 
making the evaluation and was concerned with some of the broader goals 
of social studies, such as understandings, attitudes, and skills, he might 
not be as favorably impressed with this teacher's effectiveness. 
In self-evaluation, pupil progress is not a satisfactory criterion if used 
alone because it is the teacher himself who establishes purposes, does 
the teaching, and evaluates outcomes. While he may claim to get “good 
results,” his purposes might be such that the “results” are not worthwhile 
even when achieved. It is evident that if pupil growth is to be used as a 
criterion of teacher effectiveness, measures of pupil growth on a wide 
variety of outcomes will be needed. Furthermore, this approach concerns 
“itself only with ends and not with the means used to achieve them. 
Throughout this volume it has been stressed that in the social studies, 
instructional procedures are themselves related to certain important goals 
and outcomes. Therefore, the way a teacher achieves his goals may be at 
least as important as the goals themselves and in some cases even more so. 
How, then, is the teacher to know how effectively he is teaching chil- 
dren the social studies? Perhaps what he will need to do is to obtain a 
set of standards or criteria and in an honest and objective way apply them 
to his own teaching. Such a procedure will have validity to the extent that 
the criteria accurately represent good social studies teaching procedures 
and the accuracy with which the teacher applies them to his teaching. If 
the teacher is sincerely interested in self-evaluation, he will not simply 
answer “yes” or “no” or “Oh, I do that all the time!” to items on such 
an evaluative device, but will try to give specific examples to support his 
responses. Used in this manner, the following criteria may be of value to 
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the teacher in making a self-appraisal of his teaching procedures in the 
social studies: 


1) Is the classroom climate or atmosphere such as to enhance and foster the 
growth of skills and abilities in human relationships? 

(As evidenced by sincere friendliness, mutual helpfulness, and good will 
among pupils and between pupils and teacher; absence of hostility, rude 
remarks, and ill feelings; presence of a “we” feeling among pupils; pride 
in the classroom and the work of the class; good class spirit; absence of 
strong in-groups or cliques; absence of nervousness, emotional upsets 
or outbursts, impulsive behavior as a result of tension, pressure, or in- 
security. ) 


2) Is there a good balance among outcomes dealing with the development 
of knowledge and understandings, attitudes, and skills? 

(Is the major instructional effort directed toward fact gathering or is 
there concern for developing meanings which underlie facts? Does the 
program emphasize subject matter and the social development of chil- 
dren or does it emphasize one at the expense of the other? What ways 
are used to develop children’s attitudes? Are skills taught in a systematic 
and functional way? Are children applying what they are learning to 
their everyday lives? What evidence is there that the teacher evaluates 
not only subject-matter outcomes but attitudes and skills as well? ) 


3) What provisions are made to accommodate the wide range of individual 
differences which are known to exist in unselected grade groups? 
(Is there variety in reading materials, in classroom activities, in quality 
and quantity of required work, in the level of difficulty of ideas, and in 
the supervision of the children’s work? Are differences accepted by the 
teacher? Does each child make some contribution to the work of the 
class? Is every child given some recognition for work well done? Are 
standards of acceptability or excellence of work determined on an indi” 
vidual basis or must all pupils measure up to a single standard? ) 


4) Is the social studies program designed in such a way as to relate to the 
out-of-school lives of children? 

(Are children encouraged to talk about their interests, problems, and 
concerns? Does the teacher make use of community resources and local 
resource persons? Is the teacher considering growth and development 
characteristics of children in planning social studies experiences? Does 
the teacher draw upon the experiences of children in planning and 
teaching the social studies? In what ways does the social studies pro- 
gram make a difference in the lives of the children? ) 


5) What evidence is there that the children are growing in their ability to 
use democratic processes and procedures? 
(Are opportunities provided for children to develop self-control, self- 
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evaluation, cooperative planning abilities? Do children share in planning 
some of the specifics of the unit? Do children go about their work in 
responsible ways? Does the class become disorderly and boisterous when 
the teacher is not supervising it closely? What specific instances can 
be cited to show that children are developing concern for others, respect 
for property, attitudes of acceptance, respect for American ideals, self- 
direction? ) 


6) Are experiences, activities, and materials organized for instructional pur- 
poses on a unit basis? 

(Does the unit deal with a broad topic with concepts relating to several 
of the social sciences, or is it a single subject-matter unit, such as history 
or geography? Are children able to participate in unit activities both 
intellectually and physically? Is a wide variety of instructional resources 
drawn upon or is there heavy dependence upon a single textbook? Are 
children given opportunities for planning and evaluating each day? Are 
there many opportunities for discussing and sharing ideas and informa- 
tion? Are activities and tasks problem-oriented? Do children know what 
the problems are? ) 


7) How does the social studies program help meet the special needs of the 
boys and girls in the class? 
(In what ways is the program in the room different from a program in 
some other school? How well does the teacher know the parents of the 
children he teaches? What effort has the teacher made to find out the 
special needs of the boys and girls as a class? In what ways are the values 
and attitudes of the teacher consistent with or different from those of 
the children? Are difficult concepts taught at a level at which children 
can understand them?) 


8) What changes in pupil behavior indicate that the goals and purposes of 
o the units are being achieved? 
(Are a wide variety of techniques and devices employed to evaluate 
pupil growth in social studies? Does pupil behavior in and out of the 
classroom indicate growth in human relations skills and abilities? In 
what way? ) 


Improving the Social Studies Program 


IN ADDITION to the appraisals made of pupil growth in social studies, 
schools should engage in study and evaluation of the total program on a 
continuing basis. ‘This procedure should be conceived as a cooperative, 
in-service study of the strengths and limitations of the program with the 
intention of improving it. Usually projects of this type get guidance and 
direction from local leadership, but outsiders may be called in for specific 
assistance or to be used as resource persons. 

Evaluation of a social studies program may properly be regarded as a 
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process of self-evaluation, and as such must involve all members of the 
teaching staff. Teachers participate individually in the instructional as- 
pects of the program and, therefore, should also participate in the evalua- 
tion which is intended to improve instruction. This differs sharply from 
practices of an earlier period when programs were evaluated chiefly by 
supervisors or administrators. It is important to keep the rating of teachers 
separate from the evaluation of the instructional program. Rating usually 
is used to establish various degrees of teaching excellence for the purpose 
of promotion, salary considerations, retention, removal from probationary 
status, or some similar purpose. Evaluation, on the other hand, has as its 
major purpose the improvement of instruction and as such should be dis- 
associated from the appraisal of the competence of individual teachers. 

There are basically two approaches which may be taken to the evalua- 
tion and improvement of the social studies curriculum. The first of these 
might be described as a complete and comprehensive study including every 
aspect and many of the details of the program—goals, teaching methods, 
materials, evaluative techniques, grouping, selection of content, and so on. 
Such a study is usually undertaken when a major curriculum change is 
anticipated and may take as long as two to five years to complete. It may 
be directed by a central steering committee, chaired by someone who 
devotes full time to the direction of the project. There is no set pattern 
of procedure to be followed in conducting studies of this type. 

The second approach to evaluation and improvement of the social 
studies program of instruction is much less comprehensive than the first. 
It consists of short-term evaluative projects aimed specifically at the im- 
provement of some one aspect of the social studies curriculum. These 
evaluative and in-service projects are designed to examine and improve 
elements of an existing program which is believed to be fundamentally 
sound. A single project of this type usually does not involve the entire 
staff at any one time, but there may be several underway concurrently 
which lead to wide staff participation. A few examples of how this ap- 
proach functions are given below: 


STUDY GROUPS FORMED TO MEET SPECIFIC NEEDS Teachers on the 

job are continually beset with instructional problems growing out 
of their own professional inadequacies and often welcome the opportunity 
to obtain help with such problems. For example, a new curriculum guide 
calls for the teaching of the home state in the fourth grade, but many 
teachers may come from out of state and have an inadequate background 
of information on the home state. Or perhaps there is a group of primary- 
grade teachers who cannot seem to institute unit procedures in their teach- 
ing. Perhaps there is a lack of familiarity on the part of the staff with 
instructional resources. Study groups can be organized to help meet these 
needs of teachers in the system and the result will be more effective social 
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studies teaching. Study groups of this type may take the form of work- 
shops, grade level meetings, lectures, college courses for credit, institutes, 
or conferences. 


OPPORTUNITIES FOR PROFESSIONAL GROWTH Some of the same 

procedures discussed in the preceding section on “study groups” may 
be used to provide teachers with other opportunities for professional 
growth. The difference between the two lies chiefly in purpose. Professional 
growth activities are usually based on interests of teachers rather than on 
their immediate teaching needs. A teacher may feel, for example, she has 
no serious needs with respect to her teaching, yet looks forward to the 
opportunity to take part in a professional growth workshop in order to 
improve her teaching, to gain new insights, or simply to secure inspiration 
and stimulation which come from activities of this type. Some systems 
encourage teachers to participate in professional growth activities by al- 
lowing credit for attendance which may be applied toward more favorable 
salary consideration. 


SYSTEM-WIDE COMMITTEES Since the amount of time individual 

teachers are able to spend on curriculum problems is necessarily 
limited, some systems establish special committees to study intensively 
some specific problem relative to the social studies curriculum. Such prob- 
lems might include the use of community resources in the social studies, the 
consideration of new materials—textbooks, maps, globes, audio-visual ma- 
terials—articulation from grade to grade, emphasis given to conservation, 
possibilities and needs for curriculum revisions, recent trends in social 
studies teaching, or any number of other problems. Such committees mect 
regularly during the year, keep the staff posted on their progress through 
bulletins, and make recommendations and suggestions for the entire staff 
to consider. Sometimes committees of this type are charged with the 
responsibility of preparing a handbook or other curricular material for 
publication and use by the system. 


CONSULTANT SERVICE Many systems provide consultant service to 

the teacher who needs help with instructional problems in the social 
studies. The practice which is gaining favor in recent years is to have the 
consultant available on an invitation basis. This means that the teacher 
must request the visit, and, unhappily, that the consultant may not re- 
ceive an invitation from the rooms where he is most needed and could 
be most effective. This procedure has much to be said in its favor, how- 
ever. Consultants are completely removed from rating, hiring, or recom- 
mending teachers. Some systems even prohibit any discussion of individual 
teacher's problems between the consultant and the principal. The situa- 
tion is such, therefore, that the teacher need not feel insecure in requesting 
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the consultant’s help and that a professional relationship may develop 
between the consultant and teacher. ‘The consultant’s job is simply and 
solely to give to the teacher whatever service and help he needs in order 
to improve his teaching. To this end the consultant might help the teacher 
learn how to organize his class for group work, demonstrate teacher-pupil 
planning, sensitize the teacher to individual differences, call the teacher's 
attention to new instructional resources, help with the organization and 
planning of a construction activity, demonstrate the use of dramatic play, 
or help with some detail of unit procedures. The consultant can and should 
be an important force in the evaluation and improvement of social studies 
instruction, 


STAFF MEETINGS A certain number of staff meetings are of neces- 

sity of the “nuts and bolts” variety—the assignment of playground 
duty, which group uses the south door, when the book requisitions are 
due, time of dismissal on Veteran’s Day, etc. But the regular meetings of 
the school staff should also provide time for the consideration of those 
unique curricular problems which bear directly upon the instructional pro- 
gram in the school. For the social studies this means that staff meetings 
might be used for such activities as learning more about the special needs 
of the boys and girls who attend the school, exploring instructional re- 
sources in the immediate community, planning ways to resolve special 
problems relative to the school and school site, organizing service projects, 
coordinating the work of the school safety patrol or the student council, 
considering ways of improving citizenship, conservation or safety educa- 
tion, arranging for maximum use of instructional resources in the school, 
sharing teaching ideas and procedures with others, arranging visitations 
between teachers or between schools, utilizing resource persons, or plan- 
ning small school research projects. The local school staff is charged with, 
the responsibility of putting the social studies curriculum into operation, 
and it is not likely that it will be able to fulfill this responsibility unless 
it meets regularly for evaluation and discussion of the manner in which 
the program is functioning and how it can be improved. 


RESEARCH PROJECTS Schools really concerned with the improve- 

ment of instruction in the social studies encourage teachers to main- 
tain an experimental outlook in their teaching. This attitude may reflect 
itself in rather sizable research projects which are sponsored and directed 
by the system with teachers participating or by encouraging and support- 
ing smaller research activities which can be carried out by individual teach- 
ers or schools. Suppose for example a system is considering placing a greater 
emphasis upon world understanding in its social studies program. Rather 
than moving forward with such plans on a system-wide basis, certain teach- 
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ers or schools might be selected to experiment with the proposal for a year 
or two with the idea of discovering ways it might be implemented, the 
units which are especially adaptable to such an emphasis, the grade levels 
in which such teaching seems most effective, the resources available, spe- 
cial problems which might be encountered if the idea went into effect on 
a system-wide basis, and other ideas. ‘The findings of such research projects 
then are used to improve the plan or possibly to reject it as inadvisable. Or 
suppose a teacher has devised a new method of presenting geographical 
concepts to young children. He might be encouraged to plan a suitable 
experimental design and to use it on a trial basis. If the idea seemed to 
have merit, other teachers would be encouraged to try it, also. The progress 
of such projects would be made known through curriculum bulletins or 
other communication organs of the system and ultimately might be 
adopted throughout the district. 

During the past fifty years it has been demonstrated repeatedly that 
the best answers to educational problems do not come in the form of pro- 
nouncements from those who are presumed to possess wisdom but come, 
rather, from the accumulated results of thousands of research studies of a 
scientific nature. There is great need for research in the field of social 
studies and a greater number of school systems should allow and encour- 
age teachers to pursue research activities. In practice, too frequently the 
very opposite occurs. The new teacher is presented with a detailed teaching 
guide or preplanned units of study, along with a “helping” teacher. It is 
made clear to the inductee that “in this system we do it this way.” A 
degree of structuring is, of course, necessary in any system which expects 
to follow a developmental sequence of instruction in the social studies 
for boys and girls. However, the greatest hope for improved social studies 
instruction lies in imaginative, creative, research-oriented teaching, and 
his can only occur when teachers are given a measure of freedom in their 
teaching. The school systems which place a premium on that spark of 
imagination which leads to new and better ways of teaching are likely to 
be the ones which will have the most to offer the boys and girls of today 
who will become the men and women of tomorrow. 


DISCUSSION QUESTIONS 
AND SUGGESTED ACTIVITIES 
1) In what ways does the evaluation which comes near the close of a unit or 
one which may come near the end of a school year differ from the evalua- 
tion which is made daily in connection with social studies units? 
2) Measurement and evaluation are closely related terms. Which one is more 
inclusive? How does the teacher use both measurement and evaluation 
techniques and procedures in appraising pupil progress in social studies? 
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3) 


4) 


7) 


10) 


11) 


12) 


13) 


SOCIAL STUDIES IN ELEMENTARY EDUCATION 


Show by actual example how objectives, teaching procedures, and evalua- 
tive procedures are related. Under what circumstances would one be 
changed in terms of the other two? 


Many situations in the course of teaching a social studies unit call for the 
setting up of standards—discussions, reports, group work, field trips, room 
conduct, etc. Identify several of these situations and write standards which 
could be applied and used with children of a specific age. In practice 
would these be developed in advance by the teacher or would they be 
worked out cooperatively by the teacher and the pupils? Might the teacher 
work out a tentative list in advance which he could use as a guide? 


What behavior characteristics would indicate that a child was making 
progress in the development of each of the following: (1) responsibility, 
(2) cooperation, (3) self-direction, (4) social relationships, (5) open- 
mindedness, (6) creativeness, (7) critical thinking, (8) problem-solving? 


Perhaps your class can divide itself into committees and each committee 
present to the class actual examples of the use of many of the informal 
evaluative devices and techniques discussed in this chapter. 


Refer to a standard work on measurement and test construction to find 
out the advantages and limitations of various objective-type test items— 
multiple choice, alternate response, simple recall, completion, etc, Use this 
information and construct a classroom test which could be used in a social 
studies unit. 


If possible arrange to obtain sociometric data on a group of children with 
whom you have been working. Construct a sociogram and make an analysis 
of the social structure of the group. Does the sociogram reveal any relation- 
ships of which you were not aware? 


Prepare an interest inventory as described in this chapter and administer 
it to a group of children. In what ways will such information be of help 
to you, the teacher, in planning and teaching social studies to children? 


Acquaint yourself with the various published standardized tests in social 
studies, including the personality and behavior rating scales. Consult the 
manuals for these instruments and check what the authors have to say 
concerning the validity and reliability of their instruments as well as their 
descriptions of the standardization group. Compare this with what you 
find on the tests in O. K. Buros’ Mental Measurements Yearbook. 


What differences do you see between evaluation of an instructional pro- 
gram and tating teachers? What procedures might be used to disassociate 
evaluation of an instructional program from the appraisal of teachers? 


Develop an evaluative criteria which might be used by an elementary 
school staff in studying its social studies program with the intention of 
improving it. Do you find this is an easy task? 


What are some ways that an outside “expert” in social studies or cur- 
riculum can be of maximum service to a staff that is making a study and 
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evaluation of its social studies program of instruction? What are some 
disadvantages of bringing in outsiders? 


Examine a basic social studies textbook for a grade in which you have 
a special interest with a view toward analyzing the methods of evaluation it 
suggests and recommends. Do you find a good balance in emphasis among 
objectives dealing with knowledges, attitudes, and skills? 


~ 
-A 


15) What is the place of diagnostic testing in the social studies? Prepare a 
short diagnostic test which could be used in a grade of your choice. 
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APPENDIX 


AND SOME 

IMPLICATIONS 
GROWTH FOR TEACHING 
CHARACTERISTICS THE SOCIAL 
OF PUPILS STUDIES 


PURPOSE 
to give the teacher an understanding of the developmental characteristics 
of his pupils so that he can more effectively 

plan and guide the learning experiences 

adopt appropriate teaching techniques 

plan instruction to meet individual differences 


APPROACH 

READING VERTICALLY: The teacher will note some important character- 
istics of the children he is teaching. 

READING HORIZONTALLY: The teacher will note the developmental se- 
quence of certain characteristics, with growth from age group to age group 
being continuous and gradual. 


The teacher must realize that because children develop at different rates 
no child will exactly fit the pattern of his particular age level. The teacher 
will wish, therefore, to study the characteristics of both older and younger 
children so that he may see the extent of individual differences within his 


class. 


GROUP I: PUPILS TO AGE 6 


Muscular development incomplete but improving 
Use large manipulative materials: clay, finger paints, 
brushes, large blocks. 

Visual perception of fine, close ob 

coordination not highly developed 
Avoid activities requiring close vision in cutting, sewing, drawing, 
ing. 

Difficulty in sitting still; preference for running and jumping 
Establish.a flexible daily program which follows a general pattern of alter- 
nating physical activities with those of a more quiet nature. 

Tendency to remain restless and irritable when tired, rather than to seek rest 

Watch for signs of fatigue and restlessness. Provide frequent rest periods. 
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large crayons and 
jects not yet fully developed; eye-hand 


and paint- 
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Short attention span 
Relate experiences to spontaneous interest of the children. 

Plan all activities for short duration. 

Vocabulary span very limited 
Choose words carefully. Develop meanings of new words through experi- 
ences. 

Clear up misconceptions through planned experiences. 

Largely concerned with the immediate present and the immediate world 
Utilize experiences related to child’s immediate environment and commu- 
nity, such as home, school, store, and pets. Take trips through the building 
and neighborhood. Acquaint children with people who do things for them. 
Avoid planning activities too far into the future. 

Increasing but limited knowledge of the world at large; no idea of cultural 

heritage : 

Make use of opportunities to acquaint children with an expanding commu- 
nity, using such occasions as national holidays, visitors to the school, differ- 
ent family backgrounds, Junior Red Cross. 

Little concept of time and space 
Start to develop time concepts such as: today, yesterday, tomorrow, day of 
the week, clocks, and calendars. Start to develop concepts of distance based 
on simple specific landmarks. 

Imitation of adults natural 
Set appropriate examples of behavior. 

Eager to please adults and win their approval 
Find some way to praise each child. 

Feelings of both dependence and independence in relations with adults 
Recognize that each child sometimes may work independently and at other 
times is dependent on teacher for direction. 

Sharing not common 
Encourage pupils to share experiences, ideas, and articles brought from 
home, 

Difficulty in respecting property and rights of others 
Encourage pupils to take turns, to get permission when using property of 
others, and to use equipment carefully. 

Develop consideration of others. 

Enjoyment in working and playing with others, preferably in small groups 
Provide opportunity for children to work in small groups, with memberships 
changing from time to time. 

Desire for status with the group and fear of being left out 
Provide each child with definite responsibilities in routine matters. Help 
poorly adjusted children to capitalize on their special interests. 


GROUP II: PUPILS, AGE 6 TO 9 


Growth slow and steady with small muscles developing; physical endurance 
increasing 
Proceed gradually from large to smaller instructional materials but avoid very 
fine and detailed work. Make use of rhythmic activities. 
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Hand and eye coordination developing; far-sightedness diminishing 
Use blackboard often in preference to pencil and paper. Guard against eye 
strain. 
Tendency to be restless, impulsive, and boisterous continued but somewhat 
diminished 
Vary classroom activities between the physical and mental. 
Tendency to tire easily without recognizing need for rest 
Provide opportunities for relaxation. 
Span of attention still short but increasing; interest and ability important 
factors 
Have children help plan work for the day and keep track of time allot- 
ments. 
Work periods may increase in length. Children able to carry on a unit over 
a period of weeks. 
Girls advanced physically ahead of boys 
Boys and girls should play together but avoid competition between them. 
Great growths in vocabulary but yet quite restricted 
Develop understandings by use of concrete illustrations and experiences. 
Eagerness to learn about community expanded beyond the home and school 
Study the many processes and activities of community life. 
Maturing, but still not developed, concepts of time and place 
Most learnings should be related to the here and now. Introduce simple 
stories of the past and use various devices to bring out the concept of 
time. 
Introduce concepts of direction and distance; use simple maps and introduce 
the globe. 
Abstract thinking developing slowly, but some attempts made at generaliza- 
tion 
Provide opportunities for children to summarize and evaluate their activities. 
Failure to distinguish clearly between fact and fancy 
Encourage creative activities. Create interest in using reference material. 
® Desire for adult approval but starting to work out personal ideas 
Encourage and help children to develop their own ideas. 
Be a sympathetic listener. 
Continued lack of respect for property and rights of others 
Encourage care and conservation of property, private and public. 
Guide in developing consideration of others. 
Extremely social, with development of greater ability to cooperate 
Let children participate in planning. Guide planning for responsibilities to 
include all children. Provide many opportunities for sharing information, 
treasures, and experiences. 
Assuming and following of leadership in small groups; entering into teamwork 
in larger groups 
Organize several groups; encourage participation by each child; be sure each 
child knows what he is to do. 
Desire for approval of other children 3 
Encourage children to make use of their special interests and abilities. Help 
children select activities at which they can succeed. 
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Growth in creative expression i 
Provide opportunities for creative work in rhythms, art, music, written ex- 
pression, and dramatic play. 


GROUP III: PUPILS, AGE 9 TO 11 


Muscular coordination improving; bodily growth rapid 
Provide instructional materials consistent with the pupils’ stage of develop- 
ment. 

Eye-hand coordination developed 
Able to do detailed drawing and construction work. 

Tendency to become over-fatigued; insufficient rest 
Provide for frequent short periods of relaxation. 

Attention span increasing 
Work periods may be lengthened. A unit may be of longer duration. 

Girls generally physically advanced over boys 
Avoid competition between girl groups and boy groups. 

Growth in vocabulary 
Develop the vocabulary of social studies; use concrete experience. 

Interest in the expanding community now broadened to include the world 
Make use of the growing interest in the ways that other peoples live to 
guide them to realize the common needs of people everywhere. 

Interest in the contribution of the past to our present living 
Cultivate this interest by stressing the narrative approach, the story of ad- 
venture, rather than an analytical approach. 

Concepts of time and chronology still not mature; beginning to see some 

sequence in past events 
Strengthen time concepts through use of various devices. Make use of 
pupils’ past experiences to enrich their concept of time. 

Concept of size and location emerging 
Give further experience in working with maps and globes. 

More discrimination shown in tasks undertaken; some regard for outcomes 
Encourage children to participate in planning work to be done. Encour- 
ae eras of responsibility. Guide pupils to evaluate progress of the 
work. 

Eager to attain skills in learning 
Skills experiences must be meaningful to the learner. Provision must be 
made for an increasing range of individual differences in all skills. 

Keen interest in reading; eager to use reference books 
Encourage wide reading. Establish sound reference habits. 

Establish social standards and codes of fair play; acceptance of rules when 

made by group participation 
Guide children in formulating own group standards of behavior, fair play, 
and sportsmanship. Guard against making rules that are too strict. 

Little companionship between girls and boys 
Recognize this tendency in group activity but encourage boys and girls to 
work together at times. 
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Critical of self and others, including adults 
Help children realize that all people make mistakes. Give children guidance 
in making individual and group evaluation. 

Hero worship common 
Introduce biographies. Use hero worship as a motivation for building de- 
sirable attitudes and traits. 


GROUP IV: PUPILS, AGE 11 TO 15 


A time for rapid growth and. great physical change; surplus energy evident 
Expect restlessness and unusual behavior. Provide varied activities with 
some allowance for pupils to move around. 

Frequent minor illnesses and short absences from school 
Patience, understanding, and individual attention are necessary. Flexible 
assignments and frequent reviews are suggested. 

Tendency to feel awkward, self-conscious 
Be considerate rather than demanding when a student is embarrassed or 
upset. Ease, rather than force, shy students into the spotlight. 

Increased concern for school, community, and world problems 
Provide for study of these problems through activities which will give chil- 
dren a chance to do something about them. 

Greater understanding of concepts of time and place 
There is still need for systematic instruction in developing these concepts. 

Gradual increase in reasoning ability and in handling abstractions 
Provide much opportunity for experience in critical thinking in realistic 
problem-solving. 

Readiness to accept quick and easy conclusions with overconfidence 
Encourage pupils to regard conclusions as tentative, subject to possible 
modification later. 

Widening range in individual differences in reading abilities and in personal 

interests 
Provide varied materials and activities to challenge all pupils. 

Growing interest in physical attractiveness and personal neatness 
Show value of good grooming in daily personal contacts. 

Desire to excel in group activities 
Provide group activities in which everyone may have some responsibility. 

Desire to talk and argue rather than to listen 
Develop techniques and skills in listening, analyzing, and summarizing what 
others have said. 

Conflict due to desire for independence; half-child, half-adult status; desire 

for privileges but not for responsibilities of adulthood 
Lead pupils to see that privileges are accompanied by responsibilities. 

Greater insight into self; increased responsibility for self-direction 
Provide guidance in self-evaluation. 

Status with peers more important than adult approval 
Plan activities through which pupils can work together in achieving their 
goals. 
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Reluctance to be different from the group physically and socially 
Lead pupils to realize that people differ in many respects just as they are 
similar, and that differences are normal, 
Tncreased awareness of moral codes, but groups or gangs sometimes undemo- 
cratic or in conflict with cultural codes 
Stress the value of moral codes and democratic processes. 
Emerging companionship with members of opposite sex 
Provide group activities in which boys and girls participate together. 
Idealistic; inclined toward hero worship 
Use personalities from biographies and current news to provide examples 
worthy of imitation.t 


1 A Guide for Teaching Social Studies, Kindergarten Through Grade Seven, Minne 
apolis Public Schools, Minneapolis, Minnesota, 1957. Used by permission. 
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Ability grouping, see Grouping 

Achievement; differences in, 129-130 

Achievement tasks, 182 

Activities: art, 222-223; in conservation 
education, 295-296; construction and 
processing, 211-218; culminating, 83- 
85; dramatic, 223-227; list of, 141; 
music, 219-221; primary grade examples, 
82-83; research, 208-211; in teaching 
current affairs, 353-354; in teaching 
history, 312; uses of, 206-208 

Adams, Fay, 23, 65, 93, 174, 230, 277 

Adams, Mary A., 23, 355 

Aims, see Objectives 

American Association of School Adminis- 
trators, 26 

American Business Education Association, 


339 
American Council of Learned Societies, 


339 

American heritage, 308-314, 327-335 

American Historical Association, 26 

Anderson, Robert H., 205 

Anecdotal records, 384-385 

Anthropology; related to social studies, 
3-4; as a source of content, 337-338 

Appraisal, see Evaluation 

Areas of living, 39 

Arithmetic: related to social studies, 21, 
153 

Aronson, Jacob I., 339, 355 

Art: uses of, 222-22 

Association for Childhood Education In- 
ternational, 55, 228 

Attitudes: appraisal of, aor 208 of con- 
servation, 291-294; in developing inter- 
national understanding, 361-363; €x- 
amples of, 12-14; as generalizations, 
35-36; as objectives of social studies, 9; 
related to teaching methods, 11, 59; 
teaching of, 59; toward reference ma- 
terials, 102 

Audio-visual aids, see Instructional mate- 
rials and resources 

Auditory aids: sources of, 112; uses of, 112 

Ausubel, David P., 55 

Automated teaching devices, 113-114 


Badger, William V., 55 

Barton, Thomas Frank, 283 

Basic needs: related to citizenship, 15-17; 
see also Needs 

Bathurst, Effie G., 292, 295 

Beck, Robert H., 44, 93, 150 

Benbrook, Joyce, 138 

Bendix, Reinhard, 131 

Bennett, Margaret E., 204 

Bergman, Lois, 316 

Bienvenu, Harold J., 339 

Bloom, Benjamin S., 403 

Bond, Guy L., 155, 173 

Bonney, Merl E., 188 

Books: supplementary, 102-103; see also 
Instructional materials and resources; 
Reading material; Textbooks 

Bradfield, J. M., 385, 403 

Broggan, Peggy, 55 

Brooks, Nelson, 377 

Brown, James W., 124, 228 

Brown, Marian, 124 

Brown, Ralph, 124 

Brown, Richard C., 316 

Bruner, Jerome S., 93 

Bryce, Mayo, 228 

Bulletin boards: suggestions for prepara- 
tion, 116; use in current affairs teach- 
ing, 348-349; uses of, 115 

Burrows, Alvina Treut, 173 

Buzz groups, 201-202 


California Bureau of Elementary Educa- 
tion, 373 

California State Central Committee for 
the Social Studies, 38 

Card catalog, 169 

Carpenter, Helen McCracken, 316 

Cartoons: teaching of, 244-245 

Cartwright, Dorwin, 175, 204 

Cartwright, William H., 316 

Case, E. C., 298 

Casper, Bernice M., 298 

Centers of interest, 39 

Chambers, J. Richard, 151 

Charts: classification, 241; constructing, 
243-244; flow, 241; formal, 239-242; 
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412 


Charts (Cont.) : 
informal, 242-244; narrative, 239; or- 
ganization, 241; pedigree, 240-241; re- 
lationship, 240; tabulation, 239-240; 
use of, 239-242 

Chase, W. Linwood, 93, 151, 211, 308, 

16 

Check lists, 382-383 

Child growth and development: charac- 
teristics of, 405-410; in social studies 
planning, 16-19 

Christophel, Edna, 276 

Citizenship: legal requirements, 6; as an 
objective of social studies, 5-8; rela- 
tionship to social studies, 14—16; re- 
sponsibilities of, 7-8; teaching, 15-16 

Civic education, 327-335 

Class structure, see Social classes 

Classroom atmosphere, 114-115, 134-135, 
176-180, 361-363 

Classroom climate, see Classroom atmos- 
phere 

Classroom environment, 114-115 

Classroom periodicals: limitations, 350- 
352; strengths, 350 

Collings, Miller R., 299, 378 

Color: on maps, 251-252 

Committees: system wide, 399; see also 
Group work 

Communities: selecting for study, 287- 
291, 336, 364 

Community resources: field trips, 120- 
122; resource persons, 119-120; survey- 
ing, 117; uses of, 116-119 

Complementary social sciences: defined, 
318; teaching of, 318-339 

Concepts: time, 314-315 

Concepts and generalizations: defined, 
35; discussed, 34-38; teaching of, 36 

Conferences, 383-384 

Conservation: as an attitude, 291-293 

Conservation education: objectives of, 
292; in social studies, 291-297; sources 
of teaching materials, 296-297; sug- 
gested instructional activities, 295-296 

Construction activities: misuse of, 212; 
procedures in using, 215-218; purposes 
of, 213; tools needed, 218; types of, 
213-214; in unit initiation, 75-76 

Consultants: use of, 399-401 

Consumption: teaching of, 325-327 

Contemporary events, see Current affairs 

Continuity: in learning experiences, 31- 

Conk, Waller w 
‘ook, Walter W., 44, 93, 150, 151 

Crary, Ryland W., ry a ee 

Creative activities: art, 222-223; dramatic, 
223-227; music, 220 
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Creative dramatics, 225 

Critical thinking: in current affairs, 348; 
in discussion, 192; in interpreting graphic 
devices, 232; as an objective of the 
social studies, 11; in reading, 160- 
162 

Crutchfield, R. S., 175 

Culminating activity, 83-85 

Cummings, Howard H., 355 

Current affairs: program of instruction, 
343-345; purposes of, 342-343; teach- 
ing of, 345-354 3 

Current events, see Current affairs 

Curriculum bulletins, 27 

Curriculum guides: characteristics of, 52- 
53; construction and use, 51-54; as used 
in planning, 27 

Curriculum planning, 24-54 

Curtin, James, 22 


Daily plans, see Lesson planning 

Dale, Edgar, 105, 124, 246 

Dallmann, Martha, 173 

Davis, Allison, 131 

Deasy, G. F., 298 

DeBoer, John J., 173 

Democratic classroom, 178-180 

Denver Public Schools, 13, 49, 78 

Developmental tasks, 50-51 

Diaries and logs, 386 

Differentiation of instruction, see Individ- 
ualizing instruction 

Dimond, Stanley E., 7 

Direction: on maps and globes, 248-249, 
260, 264 

Discussion: buzz groups, 201-2 in 
evaluation, 380-381; panel, 200-201; 
roundtable, 199-200; standards for, 198- 
199; as a teaching procedure, 197; vs. 
argument, 197 

Distortion: in maps, 248, 260, 261 

Distribution: teaching of, 322-323 

Dramatic play, 224-225 

Dramatic representation: in unit initia 
tion, 75 

Dramatizations, 224 

Duffey, Robert V., 151, 173 

Durand, Loyal, 298 

Durrell, Donald D., 151 

Dutton, Wilbur H., 93 


Ebel, Robert L., 403 

Economic education: consumption, 325- 
327; distribution, 322-323; exchange, 
323-325; production, 321 
conomics: as related to social studies, 45 
teaching of, 320-327 

Educational Policies Commission, 7 
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Ellsworth, Ruth, 55, 403 

Emerson, Mark F., 197 

Emphases, 47-51 

Encyclopedias: criteria for selecting, 101; 
use of, 101-102 

Erdt, Margaret H., 229 

Estvan, Elizabeth W., 151 

Estvan, Frank J., 151, 403 

Evaluation: related to teaching, 379-380; 
of social studies teaching, 395-397; in 
teaching unit, 85-86; techniques and 
devices, anecdotal records, 384-385; 
check lists, 382-383, conferences, 383— 
384, diaries and logs, 386, experience 
summaries, 385-386, group discussion, 
380-381, observation, 381-382, pupil 
interest inventories, 389-390, sociomet- 
ric devices, 386, standardized tests, 390- 
392, teacher made tests, 386-389, work 
samples, 385 

Examinations, see Evaluation 

Exchange: teaching of, 323-325 

Excursions, see Field trips 

Experience background: in group work, 
192—193; importance in geography, 283— 
284; in reading social studies materials, 
158, 167-168; as related to reading 
comprehension, 155-156; in unit de- 
velopment, 32, 46-47, 73-76 

Experience summaries, 385-386 

Experience units, see ‘Teaching units 

Exploratory reading, 97-99 


Facts: place of, 57-58; securing in read- 
ing, 99; sources of, 103 

Fay, Leo, 152 

Fersh, George L., 55 

Field trips, 120-122 

a Figurative terms: in cartoons, 244; in read- 

ing, 164-165 

Film strips: sources of, 111; use of, 109— 
110; values of, 109-110 

Films: sources of, 108-109; steps in using, 
109-110; in teaching history, 311; use 
of, 108; values of, 107-108 

Fitzgerald, Burdette, 230 

Flanders, Ned A., 204 

Folk dancing, folk games, 219-220 

Foreign languages: Modern Language 
Association, 376; teaching of, 375-376; 
values of, 373-375 

Forkner, H. S., 55 

Fraser, Dorothy McClure, 55 

Frazier, Alexander, 22 

Free and inexpensive materials: evaluating, 
104; sources of, 104-105; use of, 103- 


104 
Fuller, Kenneth A., 246 
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Gaitskill, Charles D., 229 
Generalizations, 34-38 
Geography; in middle and upper grades, 
285-291; objectives, 280-281; place in 
social studies, 279-281; in primary 
grades, 282-285; related to social studies, 


4 

Gifted children: provision for, 149 

Gill, Clark C., 174 

Glaser, R., 124 

Global relationships, 253-270, 356-358 

Globe: instructional experiences with, 253- 
262; in primary grades, 254-257 

Globes, see Maps and globes 

Goals, see Objectives 

Goodlad, John I., 205 

Graphs: construction of, 236-238; inac- 
curacies in, 235-236; teaching of, 231- 
239; uses of, 231-232 

Greene, Harry B., 228 

Greenhood, David, 276 

Grid work: on maps, 248-249 

Griess, P. R., 298 

Gronlund, Norman E., 133, 205 

Gross, Richard E., 55 

Group process skills, 175-203 

Group work: factors affecting, 184-197; 
goals, 186-187; organizing sub-groups, 
180-19 

Group work skills: as objectives of social 
studies, 10-11 

Grouping: in classes, 125-127; in reading 
as contrasted with social studies, 136; 
in unit work, 83-84 

Groups: defined, 175-176 


Haas, Kenneth B., 246 

Hagaman, Neva, 41, 93, 228, 230 

Hall, D. M, 205 

Hamalainen, Arthur E., 378 

Hamilton, Dorothy W., 377 

Hanna, Lavone A., 41, 93, 228, 230 

Hanna, Paul R., 38, 55 

Hamburger, Carl H., 229 

Harper, Corine D., 316 

Harris, Ruby M., 270, 277 

Harvill, Harris, 246 

Havighurst, Robert J., 51, 131 

Heintzelman, Oliver H., 298 

Herrick, Virgil E., 403 

Highsmith, R. M., 298 

Hill, Wilhelmina, 22, 26, 55, 65, 93, 292, 
295, 356, 377; 378 

Historical societies, 312-313 

History: history clubs, 312-313; holiday 
observances, 313-314; procedures for 
teaching, 308-313; purpose of historical 
study, 301-303; samples of suitable 


414 
History (Cont.) : 
topics K-8, 304-307; selecting elements 
for study, 303-307; time concepts, 314—- 


1 

Heekett, John A., 93 

Holiday observances, 313-314 

Hollingshead, A. B., 131 

Homans, George C., 205 

Home backgrounds: differences in, 131- 
132 

We Ernest, 124, 174, 212 

Human relations, 10, 134-135, 187-192, 
360-363 

Hunnicutt, C. W., 22, 403 


Individual differences: in home back- 
ground, 131-132; in mental maturity, 
127-129; nature of, 125-127; in per- 
sonal-social adjustment, 132-134; pro- 
viding for, 134-149; in rate of achieve- 
ment, 129-130; in sensory-physical 
status, 130-131 

Individualizing "instruction: adjustments 
in reading, 135-139; in amount of super- 
vision and guidance, 145-147; in class- 
room activities, 139-141; in level of 
conceptualization, 143-145; in quality 
and quantity of work, 142-143; in social 
studies, 125-149 

Initiation: of unit, 74-76 

Inservice study, 397-401 

Instructional materials and resources: non- 
reading, 105-122; principles of wise use, 
95; selecting, 122—123; sources for teach. 
ing international understanding, 372- 
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eset genes! differences among pupils, 
127-129 

Intelligence quotient, 127-129 

Intercultural education, 358- 

Interdependence: of world today, 357 

Interest: building in unit work, 73-76; 
in conservation problems, 294; in cur- 
tent affairs, 342, 347; inventories, 389- 
390; in teaching historical elements, 300 

Interest inventories, 389-390 

International understandings: attitudes of 
acceptance, 360-363; importance of, 
356-358; purposes, 358-359; selecting 
countries for study, 364; sources of 
teaching materials, 372-373; teaching 
procedures in middle and upper grades, 
367-373; teaching procedures in pri- 
mary grades, 365-367; United Nations, 
3) 0=3 TA 

Interpretation, 159-162 


James, Preston E., 299, 357 
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Jarolimek, John, 55, 174, 317 

Jefferson, Blanche, 220 

Johnson, Henry, 317 

Joint Council on Economic Education, 
339 


Kagan, Pauline W., 229 
Kearney, Nolan C., 44, 93, 150 
Kelley, Earl, 355 

Kelley, Harold H., 205 

Kelley, Marjorie, 229 

Kemp, C. G., 205 

Kenworthy, L. S., 364, 372, 378 
Key: to map color, 268; see also Legend 
Kieler, Manfred L., 229 
Kimball, R. S., 354 

Kinder, James S., 105, 124, 277 
Kindergarten, 181, 304 
Kingzett, Anna-Laura, 229 
Klein, Alan F., 225, 230 
Koerner, Grace E., 299 

Kohn, Clyde F., 277, 281, 299 
Krarup, Agnes, 174 

Krech, D., 175 

Krone, Bernice P., 229 


Landeck, Beatrice, 229 

Landform maps, 268-269 

Language arts: related to social studies, 
19-21 

Learning: various types of, 57-61 

Least group size: principle of, 186 

Lee, Dorris M., 93 

Lee, J. Murray, 93 

Legend: on maps, 252 

Lesson planning, 86-88 

Lesson procedures, 80-81 

Leton, Donald A., 230 

Life situations, 39-40 

Lilienthal, Jesse W. III, 50 

Linton, Ralph, 336 

Lipsit, Seymour M., 131 

Listening: to music, 220-222; standards 
for, 198-200 

Literature and literary selections: sources 
of, 103; use of, 138, 161, 311, 367 

Local community: as a resource, 116-122, 
383-355; role in planning, 28-29 

Locating information, 168-172 

Loeb, Martin B., 131 

Loosly, Elizabeth W., 131 

Lowenfeld, Viktor, 229 

Lumsdaine, Arthur S., 1 24 


MacRae, Margit W., 378 

Madden, Richard, 403 

Maps and globes: color, 251-252; expect- 
ancies, list of, 270-273; grid work, 248- 
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Maps and Globes (Cont.) : 
249; instructional experiences, 262-273; 
legend, 252; in middle and upper grades, 
257-262, 264-270; nature of, 247-253; 
in primary grades, 262-264; scale, 249— 
250; sources of, 275; standards for select- 
ing, 273-275; symbols, 250-251 

Margolin, E. C., 230 

Martindale, Don, 336 

Maryland State Department of Education, 
27, 40 

Mathews; Paul W., 229 

Maturity: emotional, 146; of groups, 192- 
193; physical, 130-131 

McAulay, John D., 124, 205, 317, 349, 


355 

McCutchen, Samuel P., 55 

McFee, June K., 229 

McGill, John E., 41, 42, 43 

McKim, Margaret G., 55 

McLendon, Jonathan C., 299, 355 

McNulty, Mabelle E., 378 

Mental maturity: differences in, 127-129; 
as related to reading comprehension, 


can 
Merritt, Edith, 22, 93 
Michaelis, John U., 22, 76, 93, 243, 277, 
(oie) 
Miel, Alice, 55 
Mildenberger, Kenneth W., 373 
Miller, E. W., 298 
Miller, Kurt R., 229 
Minneapolis Public Schools, 410 
Miscellaneous reference materials, 169 
Modern Language Association, 376, 378 
Monachesi, Elio D., 336 
Moore, Frank C., 229 
Moredock, H. S., 385, 403 
Mork, Gordon M. A., 180 
Morris, John W., 299, 317 
Motion pictures, see Films 
Muessig, Raymond H., 93 
Multigrade classrooms: social studies units 
in, 88-90 
Murray, Ruth L., 229 
Museums: use of, 309 
Music activities, 219-221 
Myers, Louise K., 229 


National Council for Geographic Educa- 
tion, 26 

National Council for the Social Studies, 
22, 26, 339, 340 awh 

National Education Association, 124, 378 

National Society for the Study of Educa- 
tion, 22, 26, 55, 151, 229 

Needs: of children, related to citizenship, 
15-17; of gifted, 149; related to cur- 
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Needs (Cont.) : 
riculum building, 30-32; related to 
group membership, 176-177; of slow 
learners, 148; of teachers, 398-399; in 
unit planning, 68-69 

Neugarten, Bernice L., 131 

New York City Schools, 273, 276, 345 

Newark Public Schools, 14, 48 

News, 345-349 

News map, 349 

Newspapers: classroom, 349-354 

Nonreading materials and resources, 105- 
122 

North Carolina Schools, 14 

Nye, Robert E., 229 

Nye, Vernice T., 229 


Oakland Public Schools, 39 

Oberholtzer, K. E., 403 

Objectives: in lesson planning, 87; setting 
in unit planning, 71-73; of social studies, 
5-14; stating, 72 

Observation: in evaluation, 381-382 

Odell, Clarence B., 277 

Oliva, Peter F., 378 

Oliver, Donald W., 93 

Opaque projector, 106 

Oral reports, 202-203 

Organizations: professional, 26 

Organizing ideas, 162-163 

Outcomes: evaluating, 379-395 


Pacing, 87 

Packer, Harry Q., 246 

Panel discussions, 200-201 

Passow, A. H., 55 

Patterson, Franklin, 8, 22 

Pen pals: sources of names, 366-367 

Periodicals: classroom, 349-354 

Personal and social adjustment: differences 
in, 132-13 

Personal-social needs: as related to citizen- 
ship, 15-17 

Philosophy: as a source of content, 338- 


Pires photographs, illustrations: fac- 
tors to consider in selecting, 107; sources 
of, 106; use of, 106 

Planning: at community level, 28-29; 
field trips, 120-122; at national level, 
25-26; need for, 24-25; at room level, 
31-32; at school level, 30-31; at state 
level, 26-28; teacher-guided pupil, 77- 
79; unit, 66-68 

Planning procedures: for teaching, 56 

Platt, Doris H., 124 

Political science: as source of content, 


327-335 
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Potter, Gladys L., 41, 93, 228, 230 

Preston, Ralph C., 23, 55, 93, 174, 246, 
277; 317; 493 

Price, Roy A., 23, 317, 340 

Problem solving: emphasis on, 49; as ob- 
jective, 11; procedures, 207-209; in 
unit, 75-80 

Problems: as used in scope, 40-41 

Processing activities, 211-218 

Production: teaching of, 321-322 

Professional growth, 397-401 

Professional organizations, 26 

Programmed learning, 114 

Projectors, 106-111 

Pupil interest inventories, 389-390 

Pupil specialties, 211 

Pupil reports: bookish, 203; standards for, 
202; teacher's role, 203; uses of, 202 

Purposes: of current affairs, 342-3433 in 
lesson planning, 87 


Quillen, 1., James, 317 


Radio broadcasts: in current affairs, 354; 
use of, 112 

Ragan, William B., 93 

Randolph, Victor R., 23, 355 

Reaction stories: use of, 225-226 

Readiness: for geographic learnings, 282- 
283; for group work, 180-184; for read- 
ing social studies material, 155-1 56; 
for unit study, 73-75 

Reading: comprehending ideas, 153-159; 
exploratory, 97-99; in ividualizing, 135- 
139; interpreting ideas, 159-162; ma- 
terials, 96-105; organizing ideas, 162- 
163; as related to social studies, 19-20; 
resources, 137-138; rewriting material, 
138-139; to secure facts, 99; word dif. 
ficulties, 164-168 

Reading groups, 136 

Reading materials: in teachin, history, 311 

Recordings: in teaching oa 311; 
sources of, 112; use of, 112 

Recurring themes, 49 

Reference materials: 
168-172 

References: supplementary, 102-103 

Reliability: of tests, 393 

Relief maps, 267-268 

Reports: in current affairs, 345-347; stand- 
ards for, 202; use of, 202-203 

Research activities, 208-211 

Resource persons: in teaching history, 310— 
311; use of, 119-120 

Resource units: defined, 61; 
62-63; use of, 63-65 

Resources: in teaching unit, 86 


locating and using, 


outline of, 
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Rewriting material: for retarded readers, 
138 

Rythmic expression, 219-220 

Rogers, Vincent R., 93, 124 

Role-playing, 225 

Romulo, Carlos P., 373 

Ronkas, Nicolas, 229 

Room environment, 114-115 

Round-table discussions, 199-200 

Russell, David H., 174 


Samford, Clarence D., 23, 355 

San Diego City Schools, 109, 194 

Sand, Ole, 55, 403 

Sarbaroff, Rose, 277 

Savigano, Leonard j- 151 

Scale: on maps, 249-250 

Schell, Loretta Klee, 371 
School-community relations, 117, 120 
Schuller, C. F., 105 

Science: as related to social studies, 20-21 
Scobey, Mary-Margaret, 229 

Scope: defined, 33; ways of defining, 347 


Sı Le d 

Scope and sequence topics, 45 

Seeley, John R., 131 

Selfappraisal: pupil, 382-383; teacher, 
395-397 

Senesh, Lawrence, 340 

Sensory-physical status: 
130-131 

Sentman, E. E., 101 

yeere: in learning, 46-47; psycholog- 
ical, 

Shafer, Susanne, 124 

Shaftel, Fannie R., 378, 403 

Sheehy, Emma D., 229 

Shores, J. Harlan, 44 

Siks, Geraldine, 230 c 

Sim, R. Alexander, 131 

Singing: use of, 219 

Sister Josephina, C.SJ., 151 

Skills: examples of, 12—14; list, 194-196; 
as objectives of social studies, 10-11; 
teaching of, 60-61 

Slated globe, 259, 275 

Slides: lantern, 110; photographic, 110; 
sources of, 111; uses of, 111 

Slow learning children: provision for, 148- 
149 

Small group instruction, 145 

Smith, B. Othanel, 44 

Smith, Lloyd L., 342, 355 

Sochor, Elona E., 174 

Social classes, 131-132 

Social Education, 299 

Social education: defined, 5 

Social functions, 38-39 


differences in, 


Index 


Social living (skills), 10 

Social processes, 38-39 

Social psychology: as a source of content, 
338 

Social sciences: as parent disciplines, 3-4 

Social studies: defined, 3-5; as related to 
other curricular areas, 19-21 

Socialization tasks, 182 

Societal education: sociology, 335-337 

Societies: primitive, 335-33 

Society: class groups within, 30-31, 131- 
134; primary activities of, 38-39, 319- 
320 

Sociodrama, 22 

Socioeconomic status: of school areas, 30 

Sociograms: use of, 189-192 

Sociology: as a source of content, 335- 
337 

Sociometric devices, 133, 386 

Sources: of books about other lands, 367; 
of classroom periodicals, 350; of conser- 
vation education materials, 296-297; of 
economic education materials, 327; of 
films, 108-109; of filmstrips and slides, 
111; of free materials, 104-105; of maps 
and globes, 275; of pen pals, 366-367; 
of pictures, photographs, and illustra- 
tions, 106; of recordings, 112; of stand- 
ardized tests; 392; of supplementary 
books, 103; for teaching world under- 
standing, 367; about United Nations, 
372-373 

Special references, 169 

Standards: for class discussion, 198-199, 
200; for committee work, 198-199; for 
construction, 213-216; for pupil reports, 
202; for small groups, 184-185; for 
selecting maps and globes, 274 

Standardized tests: list of, 392; use of, 

399-392 

Stanley, William O., 44 

State: role in curriculum planning, 26-28 

Stratemeyer, F. B., 55 

Study skills, 10 

Stutz, Frederick H., 246 

Subject matter content: importance of, 5; 
organization of, 33-42; organizing for 
teaching, 69-71; place of, 3, 4, 48-493 
selection of, 42-45 

Subjects, 2-3, 34 

Summarization: at conclusion of unit, 83- 
86; daily, 81; use of textbooks for, 99- 
100; in unit study, 80 

Supervision and guidance: adjustments in, 
145-148 

Supplementary references: sources of, 102— 
10 

S, in cartoons, 244 
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Symbols: on maps, 250-251 


Taba, Hilda, 55 

Tandler, Fredrika M., 378 

Tape recordings: sources of, 113; uses of, 
112-113 

Teacher-guided-pupil planning, 76-79, 90, 
208-211, 215 

Teaching machines, see Automated teach- 
ing devices 

Teaching materials, see Instructional ma- 
terials and resources 

Teaching units: culmination, 83—85; de- 
velopment, 83; evaluation, 85-86; in- 
itiating, 73-76; instructional resources, 
86; in multigrade classrooms, 88-90; 
readiness for, 73-75; selection of, 68- 
69; teacher-guided-pupil planning, 77- 
79; teaching procedures related to, go 

Technical words, 164 

Television: uses of, 113 

Tests: standardized, 390-392; teacher 
made, 386-389; see also Evaluation 

Textbooks: characteristics of, 97; selec- 
tion of, 100-101; use of, 96-100 

Thelen, Herbert A., 186, 188 

Thibaut, John W., 205 

Thinking (as a skill objective), 11 

Thompson, Elizabeth E., 378 

Thompson, Elizabeth M., 378 

Thralls, Zoe A., 270, 277, 280, 299 

Tiegs, Ernest W., 23, 65, 93, 174, 277 

Time concepts: teaching of, 314-315 

Time lines, 315 

Tools: used in construction, 218 

Tooze, Ruth A., 229 

Trait differences, 125-126 

Trips, see Field trips 

Tryon, Carolyn, 50 

Turner, Ralph E., 378 

‘Tyrrell, William G., 317 


Understandings: examples of, 11-14, 69- 
71; as objective of social studies, 9; 
teaching of, 57-59 

Unified program, 3 d 

United Nations: teaching of, 370-371 

United States Bureau of the Census, 30 

United States Department of Health, Edu- 
cation, and Welfare, 371 

United States Office of Education, 25, 292 

Units: resource, 61-65; teaching, 65-86; 
see also Teaching units, Resource units 


Validity: of tests, 393 

Values: differences in, 131-132; as ob- 
jectives, 9, 12-14, 327-335; related to 
conservation, 291-297 
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Vocabulary difficulties, 164-168 


Wagner, Eva B., 155, 173 

Wahle, Roy Patrick, 151 

Ward, Winifred, 230 

Warner, W. Lloyd, 131 

Wass, Philmore Bs, 355 

Watson, Richard L., 316 

Wesley, Edgar B., 5, 23, 317, 333, 355 

Whipple, Gertrude, 270, 277° 

White, Verna, 151 

Widening horizons; criticized, 46; as a 
principle in sequence planning, 46-47; 
as related to child growth, 17 

Wilhelms, Fred T., 205 

Willcockson, Mary, 23, 205 


INDEX 


Wilson, Gilbert M., 93 

Wilson, Howard E., 299, 378 

Wilson, Richard C., 299, 355 

Wisconsin Cooperative Educational Plan- 
ning Program, 62 

Witt, Mary, 174 

Wittich, W. A., 105 

Word difficulties, 164-168 

Work habits, 10 

Work samples: used in evaluation, 385 

World affairs: as related to social studies 
350-358 

World understanding, see International 
understanding 


Zandor, Alvin, 175, 204 
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